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This study examined the philosophies, policies, and 
procedures in Developmental Studies Programs (DPS) which 
impacted the retention and eventual graduation of high-risk 
students in the area of reading. 
The study was based on the premise that programmatic 
effectiveness and outcomes are linked to specific 
institutional and human factors. Seven independent variables 
were considered, and a single intervening variable was 
identified. 
A case study analysis approach was used to analyze data 
gathered from six institutions forming part of the University 
System of Georgia. An interview scale and an interview 
analysis grid were developed. 
The researcher found that in every institution an 
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established developmental studies program existed to meet the 
needs of high-risk students, and that each institution had 
detailed program goals and policies, clear philosophies, and 
strong organizational structures. 
The conclusions drawn from the findings suggest that 
factors other than policies, philosophies, organizational 
structures, are key elements to which program effectiveness 
may be attributed. The results of this study clearly 
identified three of the developmental studies programs which 
retained a significant number of students until graduation. 
The factors identified are more non-academic than academic 
considerations such as: program atmosphere, positive student- 
teacher relationships, improving students' perceptions of the 
programs, faculty motivational strategies, and communication 
between faculty in developmental studies and constant dialogue 
with faculty in the "regular" college programs. 
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The relationship between successful matriculation through 
college and subsequent quality of life is well established. 
With few exceptions, a college education is the minimum 
criterion for entrance into high-paying jobs and progressive 
careers. Those citizens who manage to complete their post¬ 
secondary education are more likely to secure positions which 
allow them to earn competitive salaries, to purchase homes, to 
provide adequately for a family, to educate their children, 
and to prepare for retirement. 
Numerous studies have documented the correlation between 
income and health (Bullock, Terry et al. 1990). On the whole, 
persons at the lower economic levels in society experience 
higher rates of untreated illnesses and diseases (Fradd 1983) . 
A review of sociological and census reports documents 
that education is a reliable predictor of income, career 
status, health, and even mortality. Further review of these 
data reveals that persons of African descent are 
disproportionately represented among low income citizens. It 
becomes clear that this ethnic group tends to have lower 
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levels of formal education past high school which leads to all 
of the previously mentioned indicators of poverty. 
The challenge is overwhelming and has been alternately 
tacked and ignored by a variety of agencies, institutions, and 
people through the years. Attempts to arrest the poverty 
cycle which plagues generations of low-income populations 
require the cooperation and involvement of a variety of 
institutions and fields. These include the health industry, 
the social services agencies, and job-training programs, among 
others (Helge 1991). 
One of the most consistent vehicles out of the poverty 
ranks is education. Programs such as Headstart have been 
created to address "the developmental needs of children within 
a family support context" (Collins 1986). Upward Bound is 
another program developed and introduced to help children to 
perform at their maximum abilities at the secondary levels. 
Since the 1960s, private and public colleges have introduced 
a myriad of programs to address these problems at the post¬ 
secondary level (Herrscher 1977). Special services TRIO, and 
Developmental Studies were introduced to make a difference at 
the post-secondary level (Armstrong 1991). 
The challenge facing college administrators who are 
concerned about the underrepresentation of African-Americans 
among college students is to find ways of recruiting and 
retaining these students through graduation (Karen 1991). 
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In too many institutions, the emphasis appears to focus 
on recruitment and admission. The result is that many 
students go to college and remain for a year, and then leave 
because they are unable to successfully negotiate the various 
academic programs (Dillard 1987). What are the major academic 
obstacles facing these students, and how can the college 
identify and address these problems? 
A close examination of the academic needs of college 
students reveals that the ability to communicate verbally and 
in writing are absolute musts. Persons who have facility with 
communication skills are at a decided advantage and are able 
to negotiate the college curriculum more successfully. 
Research studies show that verbal fluency and writing are high 
predictors of college success and beyond. Verbal fluency is 
of utmost importance at all educational levels and with all 
different types of populations, including speakers of English 
as a second language (Tallmadge et al. 1991). 
The Developmental Studies Program (DSP) instituted by the 
University System of Georgia attempts to address this critical 
communications need through the Reading Component of the 
program. A careful on-line computerized search in databases, 
such as ERIC, PsychLit, Sociofile, and Dissertation Abstracts 
failed to yield any reports related to the success of these 
programs in addressing the concerns for which they were 
instituted. The research which is herein reported was 
designed to explore issues which are common to their programs 
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by conducting a qualitative study of institutions in the 
University System of Georgia. 
Purpose of the Study 
Recognizing that education is a powerful means of 
arresting the intergenerational effects of poverty, the 
research focused on the influence of the Developmental Studies 
Reading Program in meeting the academic needs of traditionally 
underachieving students, and the extent to which these 
programs helped students to matriculate and graduate. Through 
a series of interviews, the study sought to determine the 
perspectives of program directors regarding the influence of 
their reading programs using prescribed dimensions. 
The primary purpose of the study was to determine the 
impact of structured developmental studies reading programs on 
the retention and graduation rates of students. Further, by 
comparing the programmatic components of the six target 
institutions, the research attempted to identify and analyze 
patterns. 
Background of the Problem 
Developmental studies as a component of college education 
is not a new field. Historically, high-risk, underprepared 
and unprepared students have entered colleges and universities 
throughout the United States, and efforts have been made to 
finance programs which will remedy the situation. Georgia, 
for example, has devoted funds in order to ameliorate the 
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services rended by the University System (University System of 
Georgia 1982). Public policy and different philosophical 
schools have devoted their interest to guide programs such as 
Developmental Studies (Lipsitz 1991, Gee 1988, Nelson 1983, 
Horowitz 1972). 
Maxwell (1979) states that the problems of unprepared 
students who had deficiencies in reading, writing, and 
mathematics have been present for generations. The problems 
were also addressed at Harvard, Yale, Princeton, and Columbia 
Universities around the turn of the century when entering 
freshmen were unable to perform at the basic skills level 
required by the institutions. 
During the 1960s colleges and universities across the 
country experienced an enrollment crisis. A large number of 
these institutions began opening their doors to most 
applicants. This open-door policy means access for those 
students who were, in many instances, first in their family to 
attend college. Open-access also forced the institutions to 
revise admission standards while increasing enrollment. Since 
the 1960s access to higher education by African-Americans, for 
example, has been an issue of interest for government at all 
levels (Congress of the United States 1990, Call et al. 1988). 
Opening the doors was good for access. However, the 
expectations of what was to happen to the new generation of 
students were unrealistic without accompanying programs and 
guidance for those students. Many of these students were 
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accepted into colleges while having poor academic skills. 
Then they were placed in remedial or special studies programs 
with little or no assistance or support. Not knowing what to 
do or with whom to talk about their frustrations, fears and 
low self-esteem, the students found that the open-door became 
a revolving door. Consequently, the drop-out rate 
significantly increased. 
During the 1970s, colleges and universities, along with 
concerned educators, politicians, teachers, and 
administrators, began meeting to evaluate and plan new 
strategies and programs to increase enrollment in their 
institutions and improve the student success rate. Thus, 
policies, curricular changes, program and staff development 
workshops were planned and implemented to provide the 
necessary skills to help students survive and succeed in 
higher education. 
Hence, some college and university admission policies 
were liberal enough for most students seeking higher 
education. To ensure academic success, however, for high-risk 
students, these schools implemented developmental programs. 
These developmental programs were principally implemented to 
assist high-risk or underprepared students in the acquisition 
of knowledge necessary for college success. 
In the Fall of 1974 all University System of Georgia 
colleges and universités implemented a uniform Special Studies 
program for students entering its state colleges who 
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demonstrated weaknesses in English, Reading, and Mathematics. 
The University System of Georgia Special Studies, now 
Developmental Studies Programs, have been in operation for 
eighteen years, with a few major changes mandated by the Board 
of Regents. 
Statement of the Problem 
The study examined the philosophies, policies, and 
procedures of developmental studies programs which impacted 
the retention of high-risk students in the area of reading. 
In order to conduct an in-depth assessment, a case study 
method was used. This allowed the researcher to focus on 
qualitative and quantitative aspects of the programs. 
The case studies were conducted at the following six 
institutions of higher education in the State of Georgia: 
Albany State College, Armstrong State College, Clayton State 
College, Fort Valley State College, Kennesaw State College, 
and Savannah State College. These institutions were selected 
because of their size, location, and affiliations. 
Significance of the Study 
The researcher believes that the findings of the present 
study may provide information that will significantly assist 
individual schools in assessing the effectiveness of their 
respective developmental studies reading programs. Further, 
the findings hopefully may serve as a model for other schools 
that are interested in implementing or revising a 
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Developmental Studies Program. The research findings will 
ultimately influence the retention and graduation rates of 
high-risk students, and contribute to the body of knowledge 
that deals with developmental programs and the impact they 
have on retention. 
Summary 
Open-access determines the need for developmental 
studies. In true democratic fashion, colleges and 
universities have the moral obligation of providing a college- 
level education to all interested students, regardless of 
their previous academic background. 
The purpose of developmental studies programs is to give 
help to students who do not meet regular admission standards 
so that they have a chance at succeeding in college. The 
Developmental Studies Programs were mandated as a means of 
giving more people access to higher education in Georgia. 
This chapter introduced the problem, presented the 
purpose of the study, supplied the background of the problem 
and indicated its significance. Furthermore, the chapter 
presented some introductory background research for the 
discussion of pertinent literature given in chapter two. 
CHAPTER II 
REVIEW OF LITERATURE 
The study has attempted to determine the extent to which 
policies and procedures, philosophy, organization, program 
content, staffing patterns, evaluation and feedback, long 
range: (independent variables) and attitude of faculty, staff 
and students (intervening variables), influence program 
(dependent variable). The research has sought to determine 
the extent to which the effectiveness of developmental reading 
programs is influenced by selected input variables. 
As a result, the researcher did exhaustive on-line 
computerized searches in the following databases: ERIC, 
PsychLit, SocioFile, and Dissertation Abstracts International. 
The literature yielded is reported herein in order to serve as 
a theoretical and conceptual background for the findings and 
their analysis and discussion (chapter five). 
The following order has been used to report the related 
literature to the problem: 
(1) Literature Related to Developmental Studies 
Programs, their policies, procedures, historical development, 
organization, and programming; 




(3) Literature Related to Effective Developmental 
Studies Programs in selected institutions of higher education; 
and, 
(4) Literature Related to Access to Higher Education. 
As it is done traditionally, only the most scholarly 
and/or practical (specific effective programs) literature has 
been used, dating for the past seven years (1985-1992). In 
some cases, earlier literature has been cited due to 
historical or contextual significance. 
Literature Related to Developmental 
Studies Programs 
Opposition to remedial courses at the college level is 
often vigorously fought in legislative bodies throughout the 
United States. Many legislators have stated that post¬ 
secondary basic skills courses are both wasteful and 
ineffective. Senator Richard A. Thompson, of the Indiana 
Senate, expressed what seems to be a commonly-held belief of 
legislators that: 
. . . remedial programs at college should be 
eliminated because they are more expensive than they 
would be at high schools, where more students live at 
home and staff salaries are lower (Jaschik 1985, 20). 
In the same report, Representative Jim Scherer, Chairman of 
the Education Committee of the Colorado House of 
Representatives, expressed the belief that "we should be 
spending our time and money on educating those people who have 
already demonstrated the ability to learn." (Jaschik 1985, p. 
20) Some contend that the problem of underprepared college 
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students is a creature of the method of funding higher 
education. 
In many states, funding for higher education is based on 
credit-hour production. In those circumstances, admission 
standards may have been lowered for the purpose of increasing 
enrollments which results in increasing fund. 
Some public officials have proposed that remedial 
programs should be restricted to adult education programs. 
Senator John C. Coolahan, of Maryland, is quoted as having 
said: "When you get to college, you either cut the mustard, 
or you get out" (Maryland State Department of Education 1975, 
18) . Representative Peg Shreve, of Wyoming, suggested that 
students needing remediation should be in a vocational school. 
Shreve stated: "There are lots of other things they can do. 
They can be secretaries or mechanics." (Maryland State 
Department of Education 1975) 
Nist (1985) favored the continuation of remedial programs 
at the college level in order to help students become more 
productive members of society. In addition, if remedial 
programs were eliminated at the post-secondary level, adults 
who have been out of school for a number of years would have 
no opportunities available for the acquisition of basic skills 
needed for successful achievement in college-level courses. 
In fact, meeting the needs of adult students whose educational 
experiences were limited was a major impetus in the 
establishment of community colleges. 
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Landward and Hepworth (1984) contended that colleges with 
open-door admission policies must provide the support system 
necessary to offer their students a reasonable opportunity for 
success. In a sense, this becomes a moral issue; the school 
that accepts a student for admission is morally obligated to 
develop instructional methods that will offer the student 
those skills he or she will need to be successful 
academically. 
Historical and Political Background 
of Developmental Studies 
Developmental Studies as part of academia are not a new 
phenomenon. For those who insist that the college students 
in the old ways were somehow superior to present students, 
Roberts (1986) stated that developmental studies has been a 
part of American higher education since its inception. 
In 1862, Henry P. Tappan, in his inaugural address as 
President of the University of Michigan, stated that American 
colleges were too much involved in teaching rudimentary 
courses that belonged in intermediate or even primary schools 
and the universities were lowering their standards by 
admitting poorly-prepared students. He asked: 
Of what avail could the learned professor 
and preparation of a university be to juvenile 
students? To turn raw undisciplined youth 
into the university to study the Professions, 
to study the Learned Languages and the Higher 
Sciences is a palpable absurdity (Brubacher 1976). 
Harvard first offered remedial freshman english in 1875, 
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at the request of faculty members who were dissatisfied with 
students' preparation in formal writing. 
In 1862, President Abraham Lincoln signed the Morrill 
Land Grant Act. This Act "gave each state public lands to 
sell in order to finance agricultural and industrial colleges" 
(Norton et al. 1991). A few years later, Iowa State College 
required that entering freshmen be able to read, write and do 
arithmetics. If they lacked these skills, they were placed in 
the college preparatory department. The second Morrill Act 
was signed in 1890, and it increased federal aid to colleges 
for implementing programs in applied science and mechanical 
arts. This Act freed colleges from their classical and formal 
tradition. The rationale of the Act was that every American 
citizen was entitled to receive some form of higher education. 
In 1907, over half the students who matriculated at 
Harvard, Yale, Princeton, and Columbia Universities failed to 
meet entrance requirements. Since most colleges and 
universities were fiercely competing for students, they were 
willing to admit those who did not meet entrance standards in 
order to fill their classes (Norton et al. 1991). 
K. Patricia Cross (1976) studied the changes in the 
concerned support programs. Before the 1940s, emphasis had 
been placed on how-to study courses, and later on, remedial 
reading curses were added to the curriculum. By the late 
1960s and early 1970s, colleges and universities began 
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developing remedial programs that included personal 
development and orientation. 
By. the 1960s, colleges recognized the importance of 
effective developmental studies programs that have been 
evaluated on a regular basis to make sure that students are 
being prepared to succeed in the regular college program. 
Although there are some who think that developmental 
studies programs should not be a part of the college 
curriculum, Roberts (1986) insists that they are, and will be, 
a vital part of most college programs. While higher education 
is not the only avenue through which an individual can reach 
his potential, it is nevertheless, a major avenue and one that 
is accepted by most Americans. 
Summary 
Developmental studies has had a historical and 
philosophical background as exemplified by the literature in 
the field. In fact, Roberts asserted that Developmental 
Studies has been in existence since the beginning of American 
higher education. Brubacher, Willis, and Norton pointed out 
that the universities have led to reach at-risk students for 
years. Cross discussed the development of personal 
development and orientation during the 1960s and the 1970s. 
Retention of Students in 
Developmental Studies 
It seems that there will always be some underprepared 
students who will "not make it." But rather than close the 
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open-door for all those students, it should be remembered that 
with superior teaching and support systems, there will be many 
who will "make it". Colleges have a moral obligation to 
provide access to all citizens who can benefit, and a further 
obligation to provide assistance to those who need it. As has 
been observed: 
. . . higher education shall not be higher by 
virtue of serving the rich, the well-born, the 
academically able and advantaged, or those destined 
to fill the academic ranks. Rather, it shall be 
'higher' because it takes an adult or near adult 
beyond his present level toward a fuller realization 
of his powers to be (McDonald 1983) . 
Developmental education is an essential ingredient in 
higher education. It links the presenting proficiencies of 
many entering students with the need for higher standards of 
quality. At the same time, it offers individual attention, 
and a focus on the teacher/learning process. 
According to Morante (1985), Roueche and Baker (1973), 
research has shown that developmental programs do improve 
student outcomes. Well-designed programs that are challenging 
and motivating produce positive results far beyond the 
expectations of the instructors. Students who complete these 
programs acquire the skills, the background and the motivation 
to pursue college-level work, and many do it successfully. 
Summary 
Retention is one of the crucial issues in a Developmental 
Studies Program. McDonald observed that in order for colleges 
to keep students in school, they have to go out, reach out, 
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and lead the students to a higher level. Other researchers 
discussed herein have discussed that Developmental Studies 
Programs do improve student outcomes. 
Studies of the Effectiveness of 
Developmental Programs 
During the 1960s, less than 40 percent of the colleges 
and universities reported that developmental or special 
studies programs, but only two decades later, developmental 
programs were common on most campuses. Today, more than 90 
percent of the institutions of higher education have 
developmental programs. With the rapid growth in programs, 
Roueche suggests that the topic of discussion is rapidly 
moving away from whether developmental skills should be 
offered at the college and university level towards how skills 
development should be designed and administered effectively. 
In an attempt to answer this question, researchers have 
debated the need for developmental programs since their 
beginning, and the results of these studies are diverse and 
inconsistent. To determine the effectiveness of these 
programs, researchers considered the nature of the student, 
their future success in the college courses, retention rates, 
and the curriculum. 
Roueche (1983) stated that these programs need to be 
examined very carefully because there are so many students 
enrolled in them. In his nationwide study of college and 
university developmental studies programs, Roueche found that 
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91 percent of these institutions admitted students who could 
profit from remedial education. Other researchers found that 
very little could be said in defense of such programs (Pisco 
1978, Jenkins 1981). In fact, Moore (1978, 6-7) stated that 
"the involvement has been minuscule and even that has been 
more cosmetic than real, more style than substance." Gordon 
(1983) stated that "the somewhat dreary pattern of remedial 
courses plagued many generations of low-achieving students 
with but little benefit of most of them." 
In contrast, studies by others found that remedial 
courses are successful (Jackson 1980, Outlaw 1978, Roueche and 
Snow, 1977) . Jerry Snow, himself, was a remedial student who 
was advised that he might not succeed at the college he was 
attending. Taking that advice as a challenge, this remedial 
student earned his bachelor's degree in psychology at Chico 
State College, and his master's degree in counseling 
psychology at California State University, Chico. Since 1975, 
he has studied with John Roueche and completed his doctorate 
in Community College Leadership at the University 
of Texas, Austin. 
Snow has worked very closely with high-risk or 
underprepared students, and he continues to add to the body of 
knowledge supporting effective developmental programs. Snow 
(1977) stated that: 
"... effective counseling with high-risk 
students begins with interpersonal skills but 
only begins there. We must go beyond traditional 
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practices to create a low-risk learning environment 
for high-risk students." 
Milton Spann (1977, 23) stated that: 
". . .a successful program is accomplished by 
determining students' needs and by carefully 
designing a curriculum and instruction to help 
students develop their academic and personal skills. 
Along the lines of success, Simmons (1977) stated that 
three things are essential if developmental programs are to 
succeed. They must provide students with a supportive 
environment, focus on relevant curricula, and provide 
instruction designed specifically to meet their needs. 
Summary 
Simmons, Roueche, and Roueche pointed out the 
effectiveness of DSPs since the 1940s. Others like Pisco, 
Jenkins, and Moore have held that DSPs have had a minuscule 
impact on student academic development. Remedial courses as 
successes have been discussed by Jackson, Outlaw, Roueche and 
Snow have shown the important impact of DSPs on successful 
students. 
Literature Related to At-Risk and 
High-Risk Students 
Gentile and McMillan (1991) presented an instructional 
approach that alters the way of teaching students at risk of 
dropping out due to reading and writing deficiencies. It 
involved changing the way teachers relate to at-risk students 
to develop mutual understanding, respect, and trust. The 
approach also involved bringing together the home culture and 
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academics. Students are encouraged to formulate their own 
questions and to seek answers to these, as well as to those of 
the teacher that relate to students ' home culture and 
background knowledge. 
Afolayan (1991) reviewed the literature on retention 
policies and drop-out rates. Self-concept is discussed as a 
potential cause for the drop-out problem. Levin and Levin 
(1991) examined academic programs for improving the retention 
of at-risk minority college students. Their discussion 
addresses three goals: (1) to understand conceptual bases on 
which academic retention programs (ARPs) have been built, (2) 
to isolate components that are credited with differentiating 
successful and unsuccessful programs, and (3) to identify 
issues that must be addressed in future research on ARPs for 
at-risk students. 
Greenwood (1991) argued that class-wide peer tutoring 
(CWPT) is an effective instruction practice and one that 
directly fosters the processes of instruction known to affect 
academic growth as measured by achievement tests. Morris 
(1991) has edited a very useful resource guide which deals 
with strategies and programs for working with at-risk 
students. Telfer et al. (1990) conducted a study in which 
they wanted to find out what teachers and other school 
personnel do to help at-risk students. Overall, the responses 
suggest that the different groups see quite different pieces 
of the problem. Findings suggest that attempts must be made 
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to learn from students and to involve them in the evaluation 
and selection of activities. 
Elliott, et al. (1990) examined the relations among 
problem-solving appraisal, self-reported study habits, and 
academic performance for 63 college students enrolled in a 
developmental course for academically-unprepared students. The 
results indicated that problem-solving appraisal is related to 
study habits and academic performance among academically at- 
risk students, and they suggest that problem-solving appraisal 
encompasses more than social skill. 
Howard (1987) described programs implemented in Georgia 
in which there has been an attempt to remediate at-risk status 
and prevent students from becoming at-risk. 
Larose and Roy (1991) evaluated the role of prior 
academic performance and non-academic attributes in the 
prediction of success of high-risk college students. They 
found that personal characteristics such as fearing failure, 
associating success with facility, and experiencing 
examination anxiety were more reliable predictors than was 
academic potential. 
Sharkey et al. (1987) reported on exemplary programs that 
have resulted in greater retention of minority, older, and 
commuting students. These students include the following: (1) 
Black students at the University of Delaware, (2) linking 
cooperative education and educational opportunity at Ramapo 
College, (3) high-risk adult students at Canisius College, and 
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(4) commuter peer assistance at University of Maryland, 
Baltimore County. 
In 1984, a year-long evaluation was conducted at Los 
Medanos College (California) of the Language Arts Tutorial 
Program, a cross-curricular assessment and retention program 
built around course-specific assessments and tutorial 
assistance (McDonald, 1987). Analysis of interview data and 
student transcripts indicated that students did not seek 
tutoring due to lack of time, awkwardness of seeking help, a 
remedial stigma associated with tutoring, the belief that they 
did not need extra assistance, a pattern of reading/writing 
avoidance, and the reception of help from someone other than 
a tutor. It was found that referred tutored students were 
more likely to earn higher course grades, complete their 
classes, and show a greater gain in reading comprehension. 
Additionally, both faculty and students reported that 
participation in the tutoring program helped students improve 
their course performance and their reading, writing, and study 
skills. The report discusses implications for the program, 
and a sample examination is attached. 
Malott (1989) reported Western Michigan University's 
areas of concern in three areas: (1) student attrition, (2) 
minority student participation, and (3) educational relevance. 
In terms of at-risk students is concerned, it was found that 
Black students in the Behavioral Systems Analysis Program have 
achieved eight Master of Arts degrees, four admissions to the 
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University's doctoral program in psychology, one Doctorate, 
and completion of two doctoral dissertation orals. 
Abrams and Jernigan (1984) reported that during their 
freshman year, 219 at-risk students at Eastern Michigan 
University attended special small classes, visited tutors, and 
participated in a reading and study skills program. Hours 
spent using the support services and number of tutor contacts 
correlated positively with college grade-point average. 
Newton (1982) showed what could be done for high-risk 
students, and she showed how it could be done. The author 
showed how the students' philosophical orientifications are 
identified and related to instructional content, objectives, 
and strategies. An instructional paradigm for high-risk 
college students, which includes its rationale and basic 
assumptions, is presented. 
Siryk (1981) studied student attrition in relation to the 
quality of the interaction between the student and the college 
environment, using a modified version of the Total Adjustment 
Scale, a self-report rating scale. The report shows ways of 
identifying high-risk college students. It was found that 
those students expressing substantial expectations of not 
continuing at the University of Iowa through graduation were 
characterized as being less socially and/or academically 
adjusted than students indicating expectations of persistence 
through graduation. The author points out that additional 
analysis suggests that one's ability to effectively form 
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social ties in a college environment may, generally speaking, 
be more crucial in relation to attrition than academic 
adjustment. Siryk states, however, that this relationship may 
be reversed for individuals who do not need an extensive 
social life. 
Summary 
Gentile and McMillan, Afolayan, and Greenwood have argued 
about the peer tutoring and other techniques as useful 
practices in DSPs. Elliott et al. examined issues related to 
at-risk students. Howard, Larose and Roy, Sharkey et al. and 
McDonald reported about successful programs related to success 
by at-risk students. Malott, Abrams and Jernigan, Newton and 
Siryk have discussed different aspects of adjustments made by 
at-risk students in their efforts to succeed in college. 
Literature Related to Effective Developmental 
Studies in Selected Institutions of 
Higher Education 
Higbee and Dwinell (1991) reported a description of the 
development of the University of Georgia's Division of 
Developmental Studies—a program providing special 
developmental instruction to students who otherwise would not 
have been admitted to the University. The highlight of the 
report was that 46.1 percent of the students who completed the 
program graduated from the University, compared to 59.5 
percent of all freshman matriculants. 
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In 1977, Roueche and Snow investigated what colleges were 
doing to assist low-achieving students and published the 
findings from the responses of 300 two- and four-year 
colleges. They found that well-designed remedial programs, 
implemented by appropriately-trained teachers and counselors 
could indeed positively affect the success of these students 
at the college level. 
A national study, conducted years later by Roueche, 
Baker, and Roueche (1984), at the University of Texas, was 
expanded to include every two- and four-year institution in 
the country. It sought to discover and report how American 
colleges and universities organize, staff and operate their 
various programs to meet the needs of the low-achieving 
student and to document the extensive literacy problem that 
all institutions of higher education are facing. 
The areas under investigation in this national study 
were: institutional context, policies and procedures, 
organization for delivery of basic skills, retention 
information and future directions. Response rate to this 
national study was 58 percent; only 160 institutions of the 
1,452 returning usable questionnaires reported that they had 
basic skills programs, courses, or alternatives for meeting 
literacy needs. 
Six of the colleges selected for illustration from the 
study by Roueche, Baker, and Roueche, rated as "exemplary” are 
as follows: 
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(1) The University of California at Berkeley 
(2) The University of Wisconsin at Eau Claire 
(3) Ohio University at Athens 
(4) Kent State University 
(5) University of Texas at Austin 
(6) Eastern Kentucky University at Richmond 
A closer look at each of these institutions will show what has 
been done and what has worked in helping students to succeed. 
The University of California at Berkeley 
The University of California at Berkeley's developmental 
programs emanate from three different sources in the 
university. These are the Mathematics Department, the English 
Department, and the Student Learning Center. The remedial 
courses in the English and Mathematics Departments are 
required of certain students and they rely heavily on teaching 
specific academic content. 
On the other hand, the philosophy of the Student Learning 
Center, which underlies all of its services, is to help 
students improve their academic skills, and to teach them how 
to teach themselves. Staff members provided diagnoses of each 
student's learning difficulties, determined appropriate 
remediation, and supported the students' efforts to develop 
effective academic skills. 
The goal of the Student Learning Center is to help 
students become better students through efficient study 
skills, which in turn would produce feelings of competence and 
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self-confidence. The University of California at Berkeley 
does not have an open-door admissions policy. Four percent of 
the entering students are special admissions who did not 
fulfill the regular admission requirements, which included a 
3.0 grade-point average from high school in selected college 
preparatory classes. 
Students who score below 600 on the College Entrance 
Examination Board's English Test and who fail the University 
of California at Berkeley' English Department's English 
Examination will need remedial courses. About 50 percent of 
entering freshmen were required to take at least one course in 
remedial English before taking regular freshman English 
courses. The Mathematics Department also offered remedial 
courses to those students who scored poorly on the 
departmental examination given during preregistration. Credit 
was given for successful completion of these courses. 
At the same time, some 4,000 students voluntarily spent 
over 41,000 hours participating in various programs at the 
Student Learning Center. The following are the percentages of 
use: among the freshmen classes—28 percent; sophomores—12 
percent; juniors—35 percent; and seniors—17 percent. The 
more juniors reflect the number of junior college transfers 
who needed help. 
Program Design 
No information is available concerning the structure or 
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curricula of the remedial courses other than they were offered 
and designed by the Departments of English and Mathematics. 
There is, however, ample information about the various 
programs offered by the Student Learning Center. The latter 
is the product of a reorganization of the University of 
California at Berkeley's student services in 1973, when the 
two existing services were merged to form the new Student 
Learning Center. Since 1982, the Center has provided a large 
minority tutoring program, part of the educational opportunity 
program. Also offered was a small counseling-oriented reading 
and study skills program and a library-laboratory. 
The Center's student services included non-credit 
minicourses designed to improve reading, writing, and test¬ 
taking skills. Tutors were available for helping subject-area 
deficiencies. Self-help materials such as tape recorders and 
reading machines with a number of study aids and programs in 
reading, spelling, vocabulary, mathematics, and other subjects 
were maintained in the Center's library-laboratory. 
In addition, computer terminals and a number of computer- 
assisted instructional programs, designed to augment the 
tutoring and skills services, were offered for students' use. 
Learning assistants and teaching fellows provided the 
Center with manpower as they participated in the in-service 
training for the recognition and remediation of specific 
learning difficulties. A field studies course were offered by 
the Education Department (Peer Tutoring in Reading, Writing, 
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and Social Studies), and a similar course was offered at the 
Center under the direction of a mathematics professor (Peer 
Tutoring in Social Science and Mathematics). Supervision of 
those undergraduates receiving credit for peer tutoring 
provided by learning specialists in the Center. Fifty-three 
students tutored for credit. In addition, graduate students 
may receive credit for practicum in college reading and study 
skills, offered in the language and reading development 
program, and based at the Center. 
Weekly general staff meetings and other component 
meetings focused upon in-service staff development. 
Developmental activities included out-of-department speakers 
sharing interest as well as specialists and instructors 
critiquing tutoring sessions for specific purposes. 
The available literature suggested that an innovative 
atmosphere was encouraged at the Student Learning Center. 
Staff representing different disciplines were housed together 
to enhance the exchange of ideas. 
Organization and Institutional Support 
The Student Learning Center was proposed and developed by 
Martha J. Maxwell (1979), when she became its director. With 
24 full-time positions, it was organized into four service 
components: 1) skills and social science, (2) mathematics and 
related subjects, (3) science and languages, and (4) the 
1ibrary-laboratory. 
Self-help programs and back-up tutoring materials for the 
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other three components were provided by the library- 
laboratory; it was a separate activity with its own staff, 
space, and equipment. Component coordination was achieved 
through weekly meetings and specific joint work assignments. 
A ten-member Faculty Advisory Board meets quarterly to 
provide suggestions about the Center1s programs and 
coordinates the operation of the Center with the academic 
departments. 
Evaluations 
Only limited data are available, although more evaluation 
is planned. Some facts do stand out, however. 
One half of the students in the educational opportunity 
program use the services at the Center on a regular basis. 
These students received 38 percent of the individual 
appointments given, although they accounted for only 19 
percent of the students requesting help from the Student 
Learning Center. 
Student evaluations of the Center indicated improvement 
in the services offered. Seventy-two percent of the users 
rated the Center's services as excellent. 
University of Wisconsin at EAU Claire 
Rational and Objectives 
The University of Wisconsin at Eau Claire, a medium-size 
campus of the Wisconsin State University System. This campus 
is situated in a semi-urban area. It initiated a one-year 
program designed to perform a traditional function for high 
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school graduates only who, in some way or another, had shown 
that they did not have adequate preparation for college-level 
work. The program did not intend to lower acceptable academic 
standards within the university; rather, it was designed to be 
a flexible program that worked with the individual student's 
specific academic needs. 
This campus subscribed to an open-door admissions policy 
but had certain minimum acceptance standards. There were four 
basic criteria for the selection of students with the greatest 
need for the transitional programs: 
(1) They were below the twenty-fifty percentile in their 
high school graduating class, or had an American College Test 
(ACT) composite score below 17 ; 
(2) They had scores below admissible levels in high 
school class rank and on the ACT and were eligible for 
admission only on probation under the "trial" program approved 
by the Board of Regents of the University of Wisconsin; 
(3) They scored above the minimum admissible level in 
both areas but had a demonstrated lack of preparation for an 
academic program; and 
(4) They demonstrated through previous college work that 
they were educationally-disadvantaged. 
Students in these categories were not required to take 
traditional-year courses but advised of the availability of 
the courses and encouraged to take them. Students could only 
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be placed in traditional-year courses by traditional-year 
advisers. 
Program Design—Three types of basic courses were being 
provided for students in 1982: 
(1) Students skills courses, established to develop 
acceptable standards for reading and critical study skills, 
thereby bringing the student to beginning college level; 
(2) Faculty with experience and demonstrated proficiency 
in increasing the potential for educational success for ill- 
prepared college students; and 
(3) Faculty highly-motivated toward teaching in this 
program, who were prepared through teacher workshops and 
teacher-improvement assignments and who had access to 
significant amounts of professional consultation during the 
period of instruction. 
A tutoring service was also provided for the students. 
Specifically, one tutor, with three areas of responsibility, 
was assigned to each transitional-year course. He/she helped 
the student through counsel and advice, helped the student 
maximize his areas of strength and worked with his areas of 
weakness. Second, the tutor worked closely with the course 
instructor to coordinate instruction efforts. Finally, the 
tutor attempted to help the student adjust to the somewhat new 
and often confusing university environment. 
While credit was given for those transitional courses, to 
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provide incentive for the student, the courses did not count 
toward graduation, or any degree program. 
Organizational and Instructional Support 
The transitional-year program was run by a special 
administrator, who was directly responsible for the entire 
program. This administrator reported to the traditional-year 
committee, a Chancellor-appointed body. This committee was 
responsible for policy decisions in the area of curriculum, 
staffing, and budget, and reported directly to the Vice 
Chancellor for Academic Affairs. 
Evaluation 
Students eligible for the transitional-year program 
number more than the available spaces. Thus, a good design 
for experimental evaluation of the program was facilitated. 
A random selection of students was made prior to the beginning 
of the semester, with students who volunteered for the 
programs being paired on the basis of their academic and ACT 
profiles. For purposes of evaluation, one member of each pair 
was assigned at random to the transitional-year program, and 
the other to courses within the regular university program, 
and the two groups were compared on the basis of their 
performance in regular academic courses. 
A canonical correlational analysis was done with the data 
of all students eligible for the transitional-year program. 
The major predictor variables in this analysis were test 
scores, academic predictors, program assignment, and 
33 
socioeconomic information. The major criterion variables were 
college grades, self-rating, and instructor ratings. This 
analysis was for the purpose of determining the variables that 
were the most reliable predictors of success in high-risk 
college students. 
Students suspended for academic failure each semester 
were compared with a like number of randomly-selected students 
who were successful. The two groups were compared by means of 
such predictor variables as rank in high school class, college 
aptitude, and parents' income. This analysis might determine 
the variables that were most reliable in predicting academic 
failure in college. 
Kent State University 
Kent State University, located in Kent, Ohio, had a 
Department of Developmental Studies which (1) plans, 
coordinates, and allocates funds for counseling and other 
support services, and (2) attempted to enlighten and prepare 
the faculty to respond to the needs of developmental students. 
The program was designed primarily for students whose 
composite ACT score on entry was less than 20, or who had 
academic difficulty after admission. The program stresses the 
construction of individualized programs for each student based 
on his/her developmental needs. 
Kent State enrolls over 20,000 students. It is situated 
in a semi-urban area, but it served a large, somewhat rural 
area of Ohio. The program as a whole attempted to include 
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students with low ACT scores, minority students, dismissed 
students trying to re-enter, students in academic trouble, and 
handicapped students. 
Program Design 
Four components comprise the learning development 
program. The study skills component was decided upon after 
surveying students' study habits and attitudes toward 
university course work. This component provides study skills 
counseling to students who needed it. Individual and group 
sessions were offered. Typically, the problems that were 
dealt with during a study skills session included developing 
basic study skills, finding a balance between social and 
academic interests, learning to schedule time, and becoming 
informed about university policies. 
A diagnostic reading test was used to evaluate the 
student's percentile rank (in comprehension, speed, and 
vocabulary) in relationship to a nationwide norm group of 
college freshmen. A reading inventory was used to diagnose 
word discrimination difficulties to determine the reading 
grading level. A non-credit reading course was offered each 
quarter, with a primary focus on improving comprehension, 
speed and vocabulary. Laboratory materials and individual 
assistance were available for participating students. 
Students received academic and personal counseling in 
either individual or group sessions, when counseling needs 
were identified. In addition, counselors elicited other 
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professionals in the college to form working relationships to 
benefit the students. 
Volunteers from the university community were available 
for individual and small group tutoring in specific courses. 
In recognition of the relationship between poor skills and 
poor performance, diagnostic tests in reading and study skills 
were administered to students prior to the beginning of 
tutoring sessions. 
Developmental program staff were selected on the basis of 
strong interest and specific qualifications. All three staff 
members had graduate degrees (educational psychology, 
rehabilitation counseling, and reading and English). Inter¬ 
communication and the cooperative efforts of staff members 
strengthen the university's program for student development. 
Organization and Institutional Support 
The program was coordinated by a department of 
Developmental Studies within the Department of Human 
Relations. It had a learning center staffed by full-time 
professionals and peer tutors. 
Evaluation 
The program conducts a battery of evaluation techniques, 
including student follow-up, attitudinal and self-concept 
measures, and retention studies. The program at Kent State 
University has shown significant and progressive gains in 
grade-point average, but during and after their participation 
in the program. 
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University of Texas at Austin 
The University of Texas at Austin has two developmen¬ 
tal ly-oriented programs. The first of these is the 
provisional admissions program (PAP), organized by the 
university regents in 1964. Since the university does not 
have an open-door admissions policy, this program was designed 
to give certain applicants who did not completely demonstrate 
academic readiness for a normal college curriculum. The 
students who participate in this program were selected on the 
basis of interviews with counselors, who determined whether 
their high school grades and SAT scores adequately represent 
their true academic potential. The eventual goal of this 
program was that students would maintain a 2.0 GPA in twelve 
semester hours of summer courses and move into the mainstream 
of the university's academic curricula. 
The other developmentally-oriented program was the 
reading and study skills laboratory (RASSL), a university- 
sponsored group designed to promote individual academic 
growth. RASSL provided a number of relatively short, non¬ 
credit courses in reading and study skills which were open to 
all members of the university community. The goal of these 
courses was to reach students with learning difficulties or 
poor study habits and provide them with improvement 
opportunities. 
Miami-Dade Community College 
Miami-Dade Community College, as noted by Roueche and 
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Baker in Access to Excellence (1987), was chosen by a national 
panel of experts as to the best community college in the 
country. According to Losak (1983), the mandatory testing 
program gave teachers and advisors valuable information 
regarding the student's skills levels. This information was 
also used to the help the student's progress through the 
program. With its high academic standards, the college had 
communicated its expectations to the students. 
In 1991, Miami-Dade Community College augmented its many 
remedial courses by using computers to teach basic skills. 
The statistics of the Miami-Dade Community College's 
North Campus show that 70 percent of the entering students 
were underprepared for academic work. During their college 
studies, all of those students had to take courses in basic 
skills. 
During the Fall of 1991, 25 percent of the 13,406 credit 
students were enrolled in "college prep" courses, Miami-Dade's 
name for basic skills, developmental, or remedial education. 
More than one-third of those students were taking more than 
one such course. 
Nineteen percent of the students were enrolled in 
reading, 20 percent enrolled in writing, and 34 percent in 
mathematics. 
To deal with the widespread deficiencies among students, 
faculty members were experimenting with computer-assisted 
instruction in basic skills. In a special electronic 
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classroom, students were supplementing their remedial course- 
work in reading, writing and mathematics with exercises 
conducted by machines. Some students used a collaborative 
software program called "realtime Writer", that essentially 
tricked the students into writing without their being aware 
that they had done it. Others were using self-paced tutorials 
to work on reading, writing and mathematics shortcomings. 
The goal of the experiment, part of a venture called 
"Project Synergy", is to find out if integrating computer 
instruction into the basic skills curriculum can help under¬ 
prepared students overcome their academic deficiencies and 
complete a college education. 
The faculty members said that they were encouraged by the 
results. They reported that the students liked the one-on-one 
computer instruction because they could learn at their own 
pace and conceal their shortcomings. Most faculty members 
stated that they liked the computers because they provided 
additional drill for students who needed more work and freed 
instructors to present new materials in class. 
Some instructors were encouraged because the students 
were staying in school. The drop-out rate is always a 
problem, but with students in the computer or electronic 
classroom, it improved significantly. Although the remedial 
courses are non-credit, the students were working through the 
program with very positive results. 
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Literature Related to Access to 
Higher Education 
It is argued that excellence-in-education reformers in 
higher education expect the benefits of refer to trickle down 
to minorities after first benefitting mainstream students, 
according to Halcon and Reyes (1991). According to these 
researchers, rising college admission standards, decreasing 
financial aid, and an often hostile campus climate have added 
hurdles for Hispanic students and placed restrictions on their 
access to higher education. 
Karen (1991) argued that at the national level, 
successful political mobilization is associated with gains in 
access to higher education. A key factor that mediates these 
benefits of political mobilization is the recognition of a 
group as an official social category. 
Katsinas (1989) examined the under-enrollment of 
Hispanics in the state of Illinois, based on the analysis of 
state and federal reports, secondary data, testimony before 
the Illinois State Task Force on Hispanic Student Dropouts, 
and the 1984 Census Data. Katsinas argued that major barriers 
to Hispanic participation in higher education included the 
large high school drop-out rates (60+ percent), the socio¬ 
economic characteristics of the Hispanic population, and the 
lack of Hispanic school teachers, principals, and 
administrators. The researcher recommended that attention be 
paid to Hispanic students at the elementary and secondary 
levels, and that education policy administrators make a 
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stronger commitment to promoting access to higher education 
for Hispanics. 
The growth of access courses—preparation for higher 
education or professional training—since 1978 and the issues 
surrounding them are examined by Lieven (1989). Quality and 
equality issues in access courses are explored, i.e., the 
notion that higher education has lower standards for access 
students, and the possibility that such students fail for 
reasons related to class background. The strengthening of 
links between the continuing education sector and traditional 
institutions of higher education is discussed as an outcome of 
the growth of access courses. 
Sutherland (1988) investigated the effect of economic 
crisis on women in higher education in Europe, Australia, the 
United States, and Japan, with a focus on women's access to 
higher education as students, women's choice of subjects, the 
employment prospects of women who have earned university 
degrees, and women as teachers in higher education. Inter¬ 
national statistics and other survey data used by the author 
seem to suggest that as societies have faced fiscal crisis, 
greater emphases has been placed on articulation between 
universities and the job market, there has been a tendency to 
increase fees and decrease student loan possibilities, and 
universities have curtailed hiring. 
Recent changes in admissions patterns and policies of 
some of the most prestigious institutions of higher education 
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in the United States were examined by Wang (1988). His focus 
was placed on those occurring at the University of California 
at Berkeley. The concept of meritocracy is considered, and 
the author concluded that current efforts to limit Asian- 
American access to higher education are symptomatic of an old, 
anti-Asian bias that is deeply embedded in United States 
culture and national consciousness. 
Colon, Kennedy, and Stone (1990) discussed the role of a 
metropolitan university in the promotion and creation of 
community development. This role was examined through a 
conversation with three faculty members of the College of 
Public and Community Service at the University of 
Massachusetts at Boston. One of the subjects discussed is the 
community members' access to higher education, along with the 
sharing of resources, and community participation and leader¬ 
ship as community faculty appointments. 
Frances (1990) argued that the student aid system is 
working, based on major reports, speeches, and testimony 
before the U.S. Congress. Evidence is presented showing that: 
(1) college enrollment continues to increase, indicating a 
broader access to higher education; (2) minority enrollment is 
up; (3) the true value of student aid is higher now than in 
1980/81; (4) student loans do not place undue pressure on 
students; (5) increases in tuition are offset by increases in 
student aid; and (6) there is no problem in funding for 
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education; the real question is how well institutions use the 
resources they have. 
Summary 
Access to higher education has been defended by Karen, 
Katsinas, and Halcon and Reyes. Quality and equality issues 
have been discussed by Lieven. Sutherland and Wang discussed 
changes in other countries and in the United States, 
respectively by the authors. Colon et al. and Frances 




This chapter discusses the conceptual framework and 
explains the theoretical premise upon which the research was 
based. Further, the research variables are presented and 
operationally defined. Finally, the hypothesized relationship 
among the variables is explained. 
The study is based on the premise that programmatic 
effectiveness, and outcomes are linked to specific 
institutional and human factors. The variables used in the 
study were selected because of their predominance in the 
literature and the researcher's personal observations. Work 
conducted by the Commission on Colleges of the Southern 
Association of Colleges and Schools concluded that program 
philosophy, planning, and evaluation are three vital 
components of institutional effectiveness (The Commission on 
Colleges, Southern Association of Colleges and Schools 1992). 
Using these and other variables, the research examined the 
influence of the independent variables (philosophy, policies 
and procedures, organization, program content, staffing 
patterns, evaluation and feedback, and long range planning) on 
the dependent variable (program effectiveness). 
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The variables which were studied are both generic and 
unique. They are generic in that they are a part of the 
fabric of all postsecondary institutions and unigue because 
each school personalizes them to meet their particular needs. 
The Commission on Colleges' study on institutional 
effectiveness concluded that, "because institutions with 
diverse purposes will also exhibit diversity in their goals, 
their expected educational results, and their methods for 
obtaining and using evaluative information, each institution 
must ultimately develop its own means for addressing the issue 
of institutional effectiveness (p. 2). It appears logical, 
therefore, to approach the subject of the effectiveness of 
Developmental Studies Programs by examining the perceptions of 
program directors regarding specific aspects of their 
institutional offerings. 
The suggested relationship between the variables is 
illustrated in figure 1. 
The conceptual framework separates the variables into 
three areas: independent, intervening, and dependent. The 
case analysis determined the extent to which the independent 
and intervening variables influenced the outcome (the 
dependent variables). The study sought to determine the 
extent to which the effectiveness of the developmental reading 





Independent Intervening Dependent 
Variables Variable Variable 
Definition of Terms 
Attitudes—The expressed beliefs of personnel 
concerning the effectiveness of the program. 
Evaluation and feedback—Procedures in place for 
determining program effectiveness and the degree to which 
goals and objectives were realized. 
Long-range Plans—The vision of the program for the 
future and the extent to which plans and activities are in 
place to realize that vision. 
Organization—The structural arrangement of the program 
within the host institution. 
Philosophy—The underlying mission, goals, and 
objectives which provide the basis for the program. 
Policies and Procedures—Systematic operational guides 
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used by the developmental studies program to direct day-to- 
day activities. 
Program Content—The actual substance of the program in 
terms of course offerings and ancillary activities. 
Program Effectiveness—The extent to which the program 
is successful in realizing its mission through graduation 
rates. 
Staffing patterns—The organization and duties of 
personnel within the program. 
Independent Variables 
The hypothesized relationship among the variables is 
presented in figure 1. As indicated in the design, the 
seven independent variables are (a) policies and procedures, 
(b) philosophy, (c) organization, (d) program content, (e) 
staffing patterns, (f) evaluation and feedback, and (g) 
long-range plans. These variables are designated as 
independent because it was suggested that they were the 
factors which influenced the dependent variable. For the 
purposes of this study, they were declared independent 
variables and were viewed as input factors. Thus, the 
figure shows an arrow moving from these seven independent 
(input) variables and moving to the next phase—the 
intervening or process variable. 
Intervening Variable 
The study identified a single intervening variable— 
attitudes of the developmental studies directors. As the 
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model suggests, the influence of the seven independent 
variables was tempered by an intervening variable. It was 
theorized that the independent variables were significantly 
influenced by this factor and could be better understood 
when viewed through this perspective. 
After the independent variables moved through the 
intervening variable, the ultimate influence was felt on the 
dependent or outcome variable. For this reason, the next 
arrow moved from the intervening variable to the dependent 
variable. 
Dependent Variable 
This study's single dependent variable was identified 
as program effectiveness as mesured by retention and 
graduation rates of students. The model suggested that the 
effectiveness of the developmental studies program is 
influenced (dependent upon) the suggested seven independent 
variables as tempered by the one intervening variable. 
Guiding Research Questions 
The questions which guided the research came from the 
variables as outlined in this chapter. Further, they became 
the basis for the structured interview. 
The research was guided by the following nine research 
questions: 
1. What systematic operational guides and procedures 
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are used by the developmental studies program to 
direct day-to-day activities? 
2. What are the underlying mission, goals, and 
objectives which provide the basis for the 
program? 
3. What is the organizational arrangement of and 
relationship between the program and the host 
institution? 
4. What is the actual substance of the program in 
terms of course offerings and ancillary 
activities? 
5. What are the organization and duties of personnel 
within the program? 
6. Are procedures in place for determining program 
effectiveness and the degree to which goals and 
objectives were realized? 
7. What is the vision of the program for the future 
and the extent to which plans and activities are 
in place to realize that vision? 
8. What are the expressed beliefs of developmental 
studies directors concerning various aspects of 
the program? 
What is the extent to which the program is 





This chapter discussed the conceptual framework and 
theoretical premise upon which the research was based. The 
independent, intervening, and dependent variables were 
discussed, and the key terms used in the study were defined 
operationally. Lastly, the nine research questions upon 
which the research study was based were posted. 
CHAPTER IV 
METHODS AND PROCEDURES 
Introduction 
This chapter discusses the research methods and 
procedural steps and data analysis techniques used to 
complete the study. Using a case analysis approach allowed 
the researcher to focus on qualitative aspects of 
developmental studies programs, and their ultimate influence 
on students. For this reason, the researcher chose not to 
use large data sets or inferential statistical procedures 
because of their tendency to minimize non-measurable 
(qualitative) activities which may be significant. 
Using a case study approach further allowed data to be 
collected from a variety of sources. Individual program 
profiles as well as collective patterns were discerned using 
an analysis grid developed by the researcher. Data were 
obtained from structured interviews and document reviews. 
The analysis was based on comparisons of input obtained from 
these sources. 
Description of the Setting 
The University System of Georgia includes all state- 
operated institutions of higher education in Georgia. It is 
made up of 5 universities, 14 senior colleges, 15 two-year 
colleges. These 34 public institutions are located 
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throughout the state. For the purposes of the study, six 
institutions were used. Each of them is described below. 
Institution A, located in the southwest region of the 
state was expanded, granted four-year status and its present 
name changed in 1943 when it became a unit of the University 
System of Georgia. Although it is predominantly-Black, the 
institution recruits, admits nd provides services to all 
students without regard to race, religion, sex or national 
origin. With its bachelor's and master's programs, this 
institution is basically committed to enhancing the quality 
of life of the citizens of Southwest Georgia. 
Institution B, located in the cosmopolitan city of 
Savannah, Georgia, was founded in 1935 as a junior college. 
The Board of Regents conferred four-year status in Armstrong 
in 1954. The predominantly-white college seeks to recruit 
and retain students whose records indicate a likelihood of 
success, and create a community of learners in which a sense 
of mutual trust and respect is evident. This institution 
pursues its mission by promoting the free exchange of ideas 
in a variety of undergraduate and graduate programs leading 
to degrees at the Associate, Baccalaureate, Master's and 
Specialist levels. 
Institution C, a predominantly-white institution, began 
as a junior college in 1969, and received senior college 
status in 1986. Located in the South Metropolitan Atlanta 
area, the institution enforces its mission to provide 
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educational and cultural programs to met the diverse needs 
and aspirations of its students as they pursue an associate 
degree, a baccalaureate degree, or a certificate. 
Institution D is located approximately thirty minutes 
from downtown Atlanta and eight miles north of Marietta, 
Georgia. The predominantly-white college is a University 
System of Georgia institution committed to providing a 
stimulating and supportive environment to promote excellence 
in its central mission to serve its undergraduate, graduate 
and public service programs. 
Institution E, a predominantly-Black public 
comprehensive, 1890 land-grant institution is located in 
Middle Georgia. The college is strongly committed to 
teaching while pursuing research, service, and scholarly 
activity which support its constituencies. The programs 
provide students with programs which enable students to 
become innovative and critical thinkers, problem solvers for 
humanity, responsible citizens, and intelligent producers 
and consumers through its graduate and undergraduate degree 
programs. 
Institution F, established in 1890, is a four-year, co¬ 
educational unit of the University of Georgia System, 
strongly committed to the development of the intellectual, 
social, and professional competence of individuals. 
Recognizing its historic commitment to the educational needs 
of the Black students as mandated in its original charter of 
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1890, the College offers quality education to all students. 
The institution offers programs designed to assist students 
to become active and creative citizens and to attain their 
fullest spiritual and moral stature. 
Data Collection Instruments and Procedures 
The researcher came to the realization that in order to 
carry out her research in terms of the needed data, a 
structured interview scale had to be developed. 
Interview Scale 
As stated above, structured interview scale was 
developed in order to collect data in a systematic and 
consistent manner. Using the independent, intervening, and 
dependent variables of the theoretical framework as a guide, 
the items were reflected of the purpose of the study. The 
variables identified in the theoretical framework became the 
basis for the interview scale. Accordingly, the interview 
items were clustered around the following components: 
1. Policies and Procedures of the Program 
2. Philosophy and/or Mission of the Program 
3. Organizational Structuring of the Program 
4. Staffing of the Program 
5. Instructional Practices in the Program 
Additional items concerning the director were included as 
orientation and introductory items. (The complete scale is 
in the Appendix of this document.) 
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Document Review 
While the structured interviews were the major source 
of data for the study, documents were also used for 
supporting information. These documents included the most 
recent institutional catalogues, program and objectives 
statements from each developmental studies office, and the 
annual reports of the Georgia Board of Regents. 
Procedural Steps 
In order to obtain permission to conduct the study, the 
researcher contacted the Board of Regents of the State of 
Georgia. Dr. Joseph Silver, Assistant Vice Chancellor for 
Academic Affairs, wrote a letter to each of the six 
directors at the target institutions indicating that 
permission to conduct the study had been been granted. 
The researcher wrote a follow-up letter to each 
director requesting a date and time to conduct the 
structured interviews. The researcher travelled to each of 
the institutions during a 2.5-month period and collected the 
data for the study. 
An Interview Analysis Grid (see Appendix) was developed 
to provide easy display of interview data. After all 
interviews were completed, the grid became the major tool 
for comparisons and information. 
55 
Summary 
This chapter discussed the procedures and methodology 
for the study. In order to conduct the case analysis, an 
interview scale was developed and implemented. An interview 
analysis grid was developed for easy display of data and 
comparisons of institutions. Of primary concern was 
discerning patterns across programs. 
CHAPTER V 
ANALYSIS OF THE DATA 
Introduction 
The results of the analysis will be presented in this 
chapter. Using the conceptual framework as a basis for 
analysis, the narrative discusses the findings. 
Director's Profile 
The six developmental studies' directors had served in 
this capacity from 3 to 20 years, for an average of 9.8 years. 
They had been at their respective institutions from 8 years to 
23 years for an average of 18 years. 
All of the directors had master's degrees, and 5 had 
doctoral degrees. Three had obtained their positions through 
the process of a search committee, and three had been 
appointed by the institution's president. (Table 1 indicates 





















C 18 Search 
Committee 
18 Ph.D. 
D 9 Search 
Committee 
23 M.A. 
E 5 Search 
Committee 
8 Ph.D. 




Analvsis of Data bv Individual Institution 
Each individual institution will be presented in the 
light of what the collected data yielded. 
Institution A: Case Analysis 
Policies and Procedures 
Approximately 5,000 students are enrolled at this 
institution. A recruiting committee and the faculty, along 
with students, devise recruiting strategies to attract future 
students. 
The institution uses the developmental studies program 
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(DSP) to meet the needs of high-risk and non-traditional 
students. 
The program's philosophy can be summarized as follows: 
"every student deserves a change." The developmental studies 
program enrolls approximately 300/350 studies, with an 
enrollment of 300 in reading, at three levels. 
Students are informed about developmental studies 
program's policies through orientation and quarterly student 
meetings. The major change since the inception of the program 
has been made by the Board of Regents, namely, changes made to 
bring all institutions in line with the others making up 
Georgia's System of Higher Education. 
Philosophy 
Institution A's philosophy is to "do all we can to help 
students become successful and graduate." The developmental 
studies program's philosophy parallels this institutional 
philosophy which, it was reported, is communicated to the 
students by the instructors. 
The program's philosophy is endorsed by most of the 
faculty and the administration. Strong aspects of the 
developmental studies program involve dedicated, hand-holding, 
motivating, and encouraging faculty members. On the other 
hand, weak points of the developmental studies program are the 
mathematics resources and in the students' readiness for 
algebra. 
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The developmental studies program's philosophy was not 
perceived as affecting the program. In the area of 
commitment, institutional commitment to developmental studies 
program was reported to be better than in the past. In the 
Director's words, "We had to prove ourselves." Among the non- 
developmental studies faculty and staff, commitment is 
reflected in the assignment of regular college faculty to 
developmental studies classes. Previously, however, faculty 
and staff were very negative toward the developmental studies 
program, while the general attitude of students toward the 
program initially was generally negative, these attitudes were 
noted to have changed very soon. It was determined that most 
of the students' friends were enrolled in the program as well. 
Organizational Structuring 
The developmental studies program is a separate 
department, and it has its own budget. Each component has its 
own coordinator. Currently the administration gives 
wholehearted support to the developmental studies program, 
while in the past "it was the kind of support we did not 
want." 
In the eyes of the non-developmental faculty, most of the 
some of DSP students fare well. The faculty feels that these 
students are not quite up to the level of regular students. 
While the Director feels the reading program to be a success, 
it is "not as successful as we want it to be." It is felt that 
the teachers "make the program." 
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The reading classes have 22-25 students enrolled, with a 
ratio of 1:22/25. 
The Director could not pinpoint a given leadership style. 
In the Director's own words: "I don't know; I just do what has 
to be done when it has to be done for the good of all." The 
Director does not know either about how teachers feel about 
the leadership style, but "they have been here a long time." 
Computerization, less part-time teachers, and more 
full-time teachers could help in meeting the students' 
academic needs. 
After exiting the developmental studies program, problems 
encountered by students center around mathematics. 
There has been one major change since the program's 
inception: the physical plant. Now teachers have their own 
offices. 
Staffing 
The criteria used for reading teachers include: 
M.A.'s for instructors and lab assistants, and B.A.'s for 
lab operators. 
There is one part-time counselor for the developmental 
studies program. The counselor counsels students having 
difficulties and points them to the proper campus resources 
for help. A major responsibility of the counselor is to 
conduct the mid-term report. The counselor works with the 
developmental studies program for one hour a day, 12 noon-1 
p.m. every day. The counselor is reported to work well with 
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the reading instructors as well as with the coordinator. 
Quite a few part-time instructors are used, and they are 
evaluated both by the Director and by their peers. The 
program is evaluated by (1) the success of the students, and, 
(2) an outside evaluator because "we are part of Title III." 
The Director evaluates the teachers in the developmental 
studies program, basically through observation. The gathered 
information is basically used for merit pay and for course 
improvement. 
Instructional Practices 
At the beginning of each quarter students receive a 
detailed syllabus. Both individualized and group approaches 
are used in reading. The developmental studies program does 
not provide support services; however, the program has access 
to support services. In terms of support services, the 
director does not know if they are regularly evaluated. 
On the other hand, the developmental studies program is 
evaluated at the end of the year, for the Annual Report. The 
evaluation includes: (1) general state of the Department, 2) 
student, (3) enrollment, (4) retention, and (5) tenured 
faculty. 
The Director feels that evaluation most definitely help 
to improve the program. The Nelson Denny, Pre- and Post-Test, 
is used for diagnosis/placement purposes. The test results 
are used to identify the strengths and the weaknesses of the 
program. In terms of exiting from the program, students 
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cannot exit until after the second quarter; then it is 35 
percent or 40 percent. 
Courses are mandatory for those students who demonstrate 
a reading need. According to the Director, "a good 60 percent 
or 65 percent of the DSP students graduate each year." 
Overall Analysis of Case A 
The philosophy of the institution appears to support any 
student service—particularly academic support which is the 
focus of the developmental studies program. Both the 
institutional and developmental studies program philosophies 
are reflected in the dedication and commitment of the faculty. 
Also, the strengthening of institutional and faculty 
commitment speak to the strong support the developmental 
studies programs enjoys. 
While student attitude becomes less negative and the 
stigma less poignant because friends are also in the program, 
proliferation of students with academic problems has 
implications for these students' continued success and 
movement into the academic mainstream. 
This institution has a separate developmental studies 
program department, and it has a dedicated faculty. It has a 
hands-on leadership approach which seems to meet the faculty's 
approval by the fact that they have been there for a long 
time. There is only one part-time counselor, but this is not 
perceived by the report to be a major problem. There is a 
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teacher evaluation system which is used mostly for pay 
increases for the faculty and for program improvement. 
This institution seems to have a program involving 
meritorious instructional practices in terms of having the 
right equipment handled by able personnel. 
Institution B: Case Analysis 
Policies and Procedures 
This institution has a little over 3,700 students. It 
uses networking as a major recruitment effort; that is, it 
contacts in high schools and two-year institutions. Both 
public and private institutions are used, and in addition, the 
institution makes a concerted effort to recruit students. 
Through the Division of Developmental Studies, the institution 
has made provisions for high-risk students. 
It is assumed that there will be students coming to the 
institution who are not eligible for regular acceptance. 
Adults were considered "non-traditional", now, however, with 
the average age being 25 or 26, they are no longer considered 
non-traditional. As such, their needs are important, and 
they are taken care of. 
The developmental studies program as a whole addresses 
the needs of all students needing skills considered basic to 
success in college. These include mathematics, reading and 
English. The program's experience has shown that students who 
have gone through the program go on to succeed in college, The 
members of the developmental studies program are very excited 
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about the successful results, and as a result, the 
developmental studies program is considered one of the 
stronger institutional programs. 
The philosophy of the program relies on hiring interested 
committed faculty interested in meeting the needs of the 
students. In addition, the developmental studies program 
believes in helping students not only to succeed in college, 
but later in life as well. 
There are anywhere between 400-500 students enrolled 
in the developmental studies program any given quarter. About 
50 percent of them are enrolled in English and in reading 
courses, with about 50 percent in mathematics. Some students 
take two courses, and a smaller percentage take three 
developmental studies program courses. Students in the 
program receive a policy statement at the beginning of each 
course. In addition, course instructors repeat in class the 
gist of the policy since the latter is probably between 15-20 
pages long. Furthermore, there is a reduced version of about 
5-pages long. The policy explains of what is expected of each 
student in order to exit successfully from the program. The 
policy explains the scores needed, and the like. It is 
emphasized that developmental studies program courses ought to 
be taken early and should not be postponed. 
When students go to the institution for the first time, 
they are given an orientation session by the Director. In 
addition, the counselors go over with them the main points of 
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the developmental studies program. It is a constant process, 
and the Director pointed out that this is not unique to this 
institution as it is a system-wide procedure. 
The Director pointed out that he could not tell changes 
prior to 1986 (when he started) . He was in another 
department, but at that time there was a lawsuit which brought 
about changes in the policies and procedures of the 
developmental studies program. There was a "tightening up”, 
so that as a result, there are today more rigid guidelines. 
The different procedures, like testing and placement, are 
dictated from the Regents' headquarters in Atlanta, to all 
institutions of higher education in Georgia. 
Philosophy 
Institutional philosophy is articulated by the President, 
and the developmental studies program philosophy is consistent 
with institutional philosophy and mission. As such, the 
developmental studies program's philosophy looks at its 
students as "hi-potential" ones. All departmental faculty and 
staff members, whether on a full- or part-time basis, are 
committed to the idea that students can succeed in their 
efforts of learning and improving themselves. In the 
Director's own words: "It is almost like a self-fulfilling 
prophecy in that we are going to work very hard, each and 
everyone, to insure the students' success." 
The institutional philosophy is communicated to the 
student with words, acts, and deeds, hoping that it will rub 
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off on students. The program tries very hard to have students 
feel good about themselves, about the program, and about their 
progress. 
The Director stated that the faculty fully backs up the 
institutional and the developmental studies program's 
philosophy, and that if it did not, the individual faculty 
member would not be rehired. The highlights and strong points 
of the developmental studies program are the very strong 
faculty commitment and students with fantastic potential. Two 
major problems and/or weaknesses are the need for more space 
and the fact that there are too many part-time teachers. 
The philosophy has affected the developmental studies 
program in a very positive way in that students succeed at a 
high rate because of the backing of all those involved in the 
program. This also includes an incredible level of commitment 
from the faculty and the administration. 
The commitment of the non-developmental faculty is 
excellent, to the point that faculty members in the Department 
of English and the Department of Mathematics have volunteered 
to teach sections in the developmental studies program. Some 
faculty members see the developmental studies program as a 
"necessary evil", but most people adjust to that feeling and 
work closely for the success of the students in the program. 
In the Director's words, the faculty-at-large says, "That's a 
good program; they are doing real good things in there." The 
faculty members in other departments give their backing as 
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well, openly stating that they believe that the developmental 
studies program is part-and-parcel of the institutional 
academic offerings. 
At the beginning, students have a negative feeling about 
being in the developmental studies program, but as time goes 
by, and the students feel that they are making great strides 
and progress, their attitude becomes a positive one. The 
students soon realize the faculty's excitement, skills, and 
commitment to the developmental studies program, and as a 
result, the vast majority become comfortable and they come to 
realize that these skills are really needed if they are to 
succeed in their college career and thereafter. 
At the beginning, there seems to be a stigma attached to 
the developmental studies program because they see their 
friends going to history, or psychology, or other majors, but 
that stigma fades quickly. 
Organizational Structuring 
The developmental studies program is a separate 
department, and there is a separate coordinator for each 
component. The developmental studies program is fully 
supported by the Administration. Most faculty know their 
students well, and try very hard to work with them and give 
them extra time; however, the Director points out that there 
is "no hand holding." Most of the faculty realize that when 
the students come out of the developmental studies program, 
they may still have weaknesses, but on the whole the faculty 
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will work with students. The Writing Center is available for 
students in need, so the faculty is aware that this help is 
there when needed. 
The reading program is a success because students keep 
coming back to tell their success stories or to get help when 
needed. The average class size in reading is in the 15-20 
range. There are opportunities for added help outside of 
class through the tutorial program, which is very popular with 
students and faculty alike. The ratio of faculty/student is 
1/15 or 1/20. In terms of leadership style, the Director 
stated that he leads by example. He surrounds himself with 
the type of commitment faculty who does not need to be 
supervised. 
After the faculty members are assigned their duties, the 
Director "keeps out of their way." He added, "I'm right there 
with them; this is not an ivory tower kind of situation." The 
DSP is evaluated by peers, students and class observations. 
In order to evaluate teachers—part- or full-time—the SAIC 
(Student Appraisal of Instructors of the Course) is used as 
well as classroom observations. The information is gathered 
from the students and the observations, and are used for 
continuous improvement of the faculty as well as the program 
itself. 
Instructional Practices 
Students are provided with a syllabus at the beginning of 
the quarter which includes a mastery list for the student, and 
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the primary approach employed is individualized instruction. 
The tutorial laboratory is the primary support service 
supplied. 
The developmental studies program is regularly evaluated, 
at least annually by the Director. He looks at the Exit Rate 
And how well the students do in English 101 and history 
classes. The Director feels the evaluations help the DSP in 
a very positive way. 
The Collegiate Placement Exam (CPE) is the test used for 
diagnostic/placement purposes. The scores are used to see how 
many students exit. The Director stated that he did not know 
what the exit rate was at the end of each quarter but that the 
information was available in the institutional Annual Report. 
The developmental studies program reading courses are 
mandatory for those students who have demonstrated a need. 
About 30 percent of the developmental studies program students 
graduate each year. 
Overall Analysis of Case B 
This institution, like Institution A, has a separate DSP; 
however, in terms of ratio, it has about 10 percent of the 
total enrollment. It informs its students of the policies of 
the developmental studies program in a systematic way, and the 
developmental studies program's philosophy seems to be in 
consonance with the institutional one. 
There is a strong commitment on the part of the faculty, 
the staff, and the administration to help the students have a 
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good chance to succeed in their academic goals. While there 
is not enough physical space and part-time teachers abound, 
they seem to meet their goals through strong team work. 
While the program has only one counselor for 500 
students, students are well served by all others who are 
involved in the program, as the counselor is reported to work 
very well with others. 
Evaluation is carried out in a systematic way through 
instruments considered valid—written and observational. 
Evaluation is used for the improvement of the instructor as 
well as of the course, both of which will be crucial in the 
students' development and progress. 
While support services are available, the Director does 
not seem to have exact information as to how often these 
services are evaluated and how. An annual report is carried 
out to view and evaluate all of the developmental studies 
program components. 
Institution C: Case Analysis 
There are about 4,000 enrolled at this institution. Its 
major recruiting strategies used are governed in part by the 
modest allocation of funds used to recruit. Since the 
institution is the area state four-year school, as a result, 
it makes calls to local high schools, college fairs, and 
information about admission is also sent to students who 
request materials. Some limited use of media advertising is 
used, through newspapers and public service TV. According to 
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the developmental studies program Director, "we try to do the 
best we can with what we have. " 
The institution and its faculty invite high school 
students to visit, particularly area schools with minority 
populations. Usually, the high schools provide the bus used 
for transporting the students, and the institution provides 
the students' lunch. In addition, it is hoped that current 
students will talk to their friends who are attending or who 
have attended local high schools and two-year colleges. 
The institution is currently making efforts to recruit 
non-traditional students, mainly adults. There is a distinct 
developmental studies program whose philosophy reflects the 
institutional philosophy of helping students at high risk. 
Despite low scores on tests, students who are non-traditional 
or at high risk, are offered opportunities to correct their 
weaknesses and continue improving the skills of which they 
show promise. The Director states that "it is not easy, even 
impossible, to predict the success of students who have 
experienced trouble in their high school careers, and who for 
one reason or another, often it is the score poorly on their 
placement tests." In fact, it is the developmental studies 
program's philosophy that every student can succeed and be 
successful provided that he/she is given the maximum available 
support services. 
Approximately 800 students enroll in the developmental 
studies program, of which approximately 200-250 are required 
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to take a reading course. This is partially a function of the 
assessment and placement process. 
The developmental studies program's students are informed 
about the policy through an initial counseling session, and 
teachers and counselors work with students on a continuous 
basis, making sure that the policies and procedures are well 
understood by all concerned. 
The Director points out that there have been significant 
state-wide changes. The changes range from the "subtle to the 
dramatic." The Director stated that in the past changes could 
be made virtually by "anybody". This has changed considerably 
through the Board of Regents' at-large policies. Besides 
this, the most significant changes have been in the placement 
process and a "floor score" below which students will not be 
admitted. 
Philosophy 
The Director recently served on a Committee which 
examined the institutional mission. Basically, the philosophy 
is one which aims to provide citizens with all types of 
services and a full range of academic opportunities for 
achievement. The institution is aiming at making available to 
the citizenry those opportunities which they determined they 
needed, which include those academic opportunities so as to 
enable every individual "to have an equal shot of being 
successful in achieving academic goals." 
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The developmental studies program's philosophy is the 
same as the institution's. Not only will the students in the 
program be provided with basic skills required in each course, 
but to include any other skills which will enable students to 
succeed in future college courses, and which in turn, will 
facilitate their chances at succeeding in life itself. 
In relation to faculty endorsement of the developmental 
studies program's philosophy, most of them will endorse it. 
But there is a small group who feels that the four-year 
college should not be the place to meet the needs of high-risk 
students. This group, however, is in the minority, according 
to the Director. The Administration, on the other hand, is 
fully-supportive as exemplified with its supplying of needed 
resources, funds, faculty positions, and promotions. 
Students are informed about the developmental studies 
program by the Director herself at orientation, as well as by 
teachers and counselors. In addition, they are spelled out in 
the course syllabi. 
The strongest point of the developmental studies program 
is the faculty's commitment and devotion to the students. The 
weak points are two: (1) the developmental studies program 
does not have a "handle" on retention, and, (2) better 
communications are needed with high schools. 
The mission of the institution has affected the 
developmental studies program in a positive way, that is, the 
institutional philosophy and the developmental studies 
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programs are in line with each other. As a consequence, the 
net result is to guide and to direct students towards total 
success. The developmental studies program faculty serves in 
major decision-making committees, so that the developmental 
studies program's concerns are made public to all concerned. 
The continuous dialogue between all parties concerned with the 
developmental studies program is most important in keeping the 
program as an important part of the institutional offerings. 
The Director stated that "we [the developmental studies 
program] are regarded as an integral part of the institution." 
The commitment of the non-developmental studies faculty 
is "genuine". Many of them have expressed themselves as 
follows: "Gee, I'm glad you are here because otherwise 
students would come to my class less prepared." Or, "I'm glad 
you do your job as well as you do because students come better 
prepared to my class." 
The general attitude of the students ranges from the 
apathetic to the accepting. Many of them resent being in the 
DSP, but the vast majority accept that they need help in math 
or whatever course is needed. Once the students accept the 
fact that they need given skills to succeed in the future, 
they work very hard and are eventually most appreciative to 
the faculty for what is offered and what is being done with 
and for them. 
The Director, when talking about a possible stigma 
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attached to being in the program said that "it is not 
perceived on the part of the students." 
Organizational Structuring 
There is a different department for the developmental 
studies program, and there is a coordinator for each 
component. The administration absolutely supports the 
deve1opmenta1 studies program in all of its goals and 
offerings. In terms of the faculty, they feel that the 
developmental studies program students are "not up to their 
peers," according to the Director. 
The Director thinks of the successes in the reading 
component as small. The average size of the reading class is 
20-25 per class, and the ratio comes to 1:22 or 1:25. The 
Director sees her style as participatory, and she feels the 
faculty views it as "crisis intervention" or "participatory". 
She feels that the students' academic needs of the 
developmental studies program could be better met if there 
existed computerized resources that could yield a "value pack 
for each student." Among the problems met by the student upon 
exiting from the developmental studies program are: (1) the 
developmental studies program has been accused of "coddling" 
students; and, (2) the developmental studies program does not 
prepare students for the transition from the developmental 
studies program to the regular program. 
Several changes have taken place since the inception of 
the program. There is a three-level program in mathematics, 
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and the English program has been modified in content and 
methodology in order to meet student needs as perceived by the 
faculty teaching them. A communications course is now 
required which was not required before. There has been growth 
in the faculty from the initial 4 to 14 currently. Among 
other changes, the institution itself became a four-year 
college six years ago, and bachelor's degrees have already 
been granted. 
Staffing 
Faculty members hired to teach in the developmental 
studies program must have a minimum of a Master's degree in 
addition to having developmental teaching experience. One 
full-time counselor is assigned to the developmental studies 
program from the institution's counseling staff. The 
counselor is used in every aspect of the developmental studies 
program. The three major responsibilities of the counselor 
are: (1) to deal with students on academic probation; (2) to 
oversee registration; and, (3) to run communication classes. 
In addition, counselors from the institution at large work 
very closely with all involved in the developmental studies 
program. There is, in fact, a very close relationship between 
the counselors and the whole developmental studies program. 
Part-time instructors are used extensively. They are 
evaluated by students and the developmental studies program 
keeps a record of their work. The program is evaluated by the 
student by the way they perform after they exit. The teachers 
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are evaluated both by the Director and by the students. 
Information is gathered on instructors through observations. 
The information on the instructors is used to improve the 
quality of instruction, thus improving the students' 
performance and meeting of academic goals. 
Instructional Practices 
At this institution, students are provided with a 
syllabus in each course, at the beginning of each quarter. In 
it they are informed about standards expected, including 
information about exiting the developmental studies program. 
When asked about reading approaches used, she did not have 
exact answers as "reading is not my specialty." Yet, she 
pointed out that lectures are supplemented by individualized 
approaches and, in addition, there is a Learning Support 
Service for English, reading, and mathematics. 
The developmental studies program is regularly evaluated, 
done partially by students "in the next level of regular 
college." The Computer Center generates a report of former 
developmental studies program students in English 101 and 
history classes. The evaluation helps to improve the program 
in that the strengths and weaknesses of the program are 
revealed through the evaluation process employed. 
Tests used for diagnostic and placement tests are the 
following: Nelson, Danny Pre and Post Test, Form D, and the 
CPE for exit purposes. The tests results are used to improve 
instruction through individual assessment. 
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The exit rate after one quarter is 20 percent. If the 
students stay more than one quarter, they have difficulty 
passing, according to the developmental studies program 
director. 
The developmental studies program courses are mandatory 
for those students needing them. In terms of how many 
students who graduate from the institution, the Director 
explained that the institution doesn't keep that data "because 
a large number of our students do not come to graduate." She 
added that "they only need a certificate for their job, and 
the ones who graduate, I would say about 11 percent." 
Overall Analysis of Case C 
This institution seems to have a carefully planned, 
aggressive recruitment system. The developmental studies 
program's philosophy is in consonance with the institutional 
philosophy. There is an obvious desire on the part of all DSP 
personnel and the institutional administration to work with 
the student in need, and to provide services and support of 
every kind to help him/her succeed in college, and later in 
life. 
Two problems this institution realizes it has are the 
fact that it does not have a "handle" on retention, and that 
better communications are needed with the high schools from 
which students come. Also some non-developmenta1 faculty are 
not receptive to the developmental studies program students. 
The reading classes are rather large, and with the need for 
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more computers, the students may not be serviced as the 
developmental studies program would like. 
This institution has a growing faculty (from initial 4 at 
the inception of the program to 14 now) . This faculty has 
impressive academic credentials and unequalled devotion to the 
students. Yet, the developmental studies program has only one 
counselor for a rather large group of students. 
There is a large number of part-time instructors, but 
this was not reported to be a problem. The developmental 
studies program has evaluation systems for both teachers and 
the program itself. There is group involvement in the 
evaluation: the Director as well as by students. Program 
evaluation is done partially through student performance after 
they exit the program. 
Institution D: Case Analysis 
Policies and Procedures 
This institution has approximately 2100 students. The 
methods used for recruiting these students are as follows: (1) 
a hired recruiting team, (2) faculty, (3) students, and (4) 
word-of-mouth. 
A program for hi-risk and non-traditional students has 
been instituted, and this is the developmental studies program 
1(DSP). The developmental studies program aims at working 
with students with the philosophy that "any student can 
succeed." Approximately 500 students are in the developmental 
studies 
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program, out of which 200-250 are enrolled in the reading 
component. 
Students are informed about the policies and procedures 
of the program through orientation, counselors and teachers. 
Changes regarding the developmental studies program include 
quarter/year suspensions, with the provision that the 
President can readmit them by appeal. 
Philosophy 
The institutional philosophy is two-fold: (1) a 
commitment to public service, and (2) instruction in the 
community. The developmental studies program philosophy 
includes working with the underprepared and helping prime them 
for success. The philosophy is disseminated by the Director, 
and each teacher discusses it as well in the classroom. In 
addition, counselors and orientation sessions are used to 
inform students. 
While most of the faculty endorses the developmental 
studies program, the administration has not always been 
responsive. Therefore, the developmental studies program's 
success is due to the "wonderful, committed faculty and the 
good resources," according to the Director. There are three 
major weaknesses recognized, namely: (1) no formal evaluation 
procedures have been developed; (2) there is need for more 
money; and, (3) there is need for less part-time teachers. 
The developmental studies program's philosophy is guided by 
the official institutional philosophy. A majority of the 
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faculty backs the developmental studies program's philosophy 
as well as all of the current administrators. Some of the 
non-developmental studies faculty try to "give us a hard time 
because we are the 'new kids on the block', but they know that 
we are vital," according to the Director. Students' attitudes 
toward the developmental studies program vary: some are happy 
to get help, others take more time to realize it. There is a 
definite stigma attached to the Program, and the Director 
honestly states that "I do not know how to avoid it." 
Organizational Structuring 
There is a separate department for the developmental 
studies program with its own budget, and each component within 
the program has its own coordinator. In relation to 
administrative support for the developmental studies program, 
the Director feels that "they do as much as they can." 
In comparison with non-developmental students, according 
to the annual report, developmental studies program students 
do as well or better except in mathematics. The success of 
the reading program is "a tribute to the wonderful faculty," 
according to the Director. There are 20-25 students per 
class, with a ratio of 1:20 or 1:25. 
In terms of leadership style, the Director stated that 
there was "a little of all," and the faculty perceives it 
likewise. 
Students' academic needs could be more effectively met if 
the program did not have to depend on so many part-time 
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teachers. After exiting the program, it has been found that 
students still have problems in mathematics. Changes which 
have occurred since its inception include the acquisition of 
computer laboratories for reading and mathematics and better 
office facilities. 
Staffing 
Faculty must have a master's degree or higher. There are 
two full-time counselors who are used for counseling the 
students and teaching freshman orientation. Among the 
counselors' responsibilities, In addition, to counsel with 
students who have been referred by teachers for cutting 
classes, as well as those who are in academic trouble. 
The relationship between counselors and the developmental 
studies program is a very good one since they "work very 
closely." Part-time instructors are used, but mostly in the 
evening division. They are evaluated by classroom visitations 
by the Director, who makes sure than the syllabus for the 
course is being followed. 
The program is done through a structured evaluation that 
goes to the Board of Regents annually. 
The full-time teachers are evaluated through a 
college-wide instrument and the Director's classroom 
observations. The evaluation information is gathered through 
the documentation of reports and the evaluation instrument. 
This information is used for the annual report, for salary 
increases and promotions, and for course improvement. 
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Instructional Practices 
Students are provided with a very detailed syllabus at 
the beginning of the quarter. The primary approaches to the 
reading program are lectures, individualized instruction, and 
computer-assisted instruction. Support services used include 
reading lab as well as computer-assisted instructional 
laboratory. The developmental studies program is regularly 
evaluated, based on the number of students served by the 
program and their progress. 
The evaluation results are used in the annual report, and 
the Director and the professional members of the developmental 
studies program "take a look at every aspect of the Department 
and send results to the Academic Dean each year." 
The Director feels that feedback from the program 
evaluation is used to improve the program. For diagnostic 
purposes the teachers use a variety of tests. Feedback is 
used to let the developmental studies program know what each 
student should be doing. The exit rate after each quarter is 
at least 50 percent. 
The developmental studies program reading classes are 
mandatory. The Director stated that approximately 55 percent 
of each year's graduates are products of the developmental 
studies program. 
Overall Analysis of Case D 
This institution seems to have an organized recruiting 
system, and it has the idea that "any student can succeed." 
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The institution's overall philosophy is in consonance with 
this idea, and it supports the program's efforts. While some 
of the faculty-at-large members do not lend full support to 
the developmental studies program, those who do are the key 
ones—that is, the developmental studies program faculty. 
In the past, the administration was not very cooperative 
at all times; now the situation is "better than ever before." 
The students seem to be involved, and while there seems to be 
a stigma to being in the developmental studies program, this 
fades as the students gain recognition of their need for the 
program and the knowledge that building needed skills will be 
to their benefit in the long run. 
The leadership style of the Director is eclectic, and the 
faculty seems to view it that way. The institution has 
evaluation procedures of both teachers and the program itself. 
Students are diagnosed and placed accordingly, and they are 
evaluated again as they exit the program. Evaluations are 
used for the improvement of the quality of the program and 
also for salary increases and for promotions. 
Lack of money and the need for less part-time teachers 
are among the problems of the institution. There seems to be 
a need for more and better procedures to work with 
non-cooperating faculty. Also the developmental studies 
program has identified a weakness on the students' part in 
math after they exit the program. On the positive side, the 
developmental studies program has computers and computerized 
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materials for the courses taught in the developmental studies 
program. 
Institution E: Case Analysis 
Policies and Procedures 
In this institution, there are approximately 10,030 
enrolled students. They are recruited through newspaper and 
magazine ads and articles, as well as by word of mouth through 
the institution's good reputation in the community, there is 
a developmental studies program for high-risk and for non- 
traditional groups of students. The institution has a 
rigorous teaching program and a rich nurturing program for 
students. 
The number of students enrolling in developmental studies 
program varies from year to year. One year there were 1400 
students enrolled in the program, but there is an average of 
800 or 900, with about 125 in reading. Students are informed 
about policies in Orientation, Course Syllabus as well as by 
the Director. 
The most significant change in policies and procedures 
has been the computerizing of the students' records for the 
Board of Regents after the Kemp case. Now there is more 
consistency. 
Philosophy 
The institutional mission states that the college is 
firmly grounded in Liberal Arts, but it is also community-base 
oriented. The developmental studies program philosophy 
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includes caring enough for the student academically to guide 
and direct him/her to successfully meet their goals. 
The philosophy is not told to the student in a formal 
manner. It is not disseminated as rigorously as the policies 
are; however, it comes through as the students work through 
the program. The developmental studies program's philosophy 
is fully endorsed by the administration, and as "fully as 
possible by most of the faculty", according to the Director of 
the developmental studies program. 
The strong points of the developmental studies program 
are; (1) excellent faculty, (2) supportive administration, (3) 
excellent support services, and, (4) the developmental 
studies program faculty teaches in other departments. On the 
other hand, the weak points are the counseling services 
offered and testing services. Students have test anxiety and 
the study skills are weak. 
The developmental studies program has been shaped by the 
philosophy. The institution has shown its commitment by the 
support it gives the developmental studies program to expand. 
Most non-developmental studies program faculty support the 
program, although a small percentage of the faculty feels the 
developmental studies program should not be part of the 
College. 
As far as students' attitude towards the developmental 
studies program is concerned, there is a mixture of feelings. 
Some students have resentment for being in the program; some 
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feel it is a waste of time. But this attitude changes once 
the students see their needs and how they can be helped by the 
program. There is a stigma for being in the program, but only 
for a short time. 
Organizational Structuring 
In this institution there is a separate department for 
the developmental studies program, and there is a coordinator 
for each component area of the program. The administration 
fully supports the developmental studies program. However, 
some of the faculty look down on the developmental studies 
program students, a situation they soon get over. 
The Director attributes the success of the developmental 
studies program to the dynamic, dedicated reading faculty. 
Usually there are 20-25 students in the reading classes, with 
a teacher/student ratio of 1:20 or 1:25. 
The Director considers his style to be democratic, 
perceiving that the faculty also sees it as that. The 
Director feels that the Department is pleased with the job 
they, as a team, are doing. The students' problems stem from 
the nurturing they receive, and the help received to bridge 
the gap to the regular classes. 
One of the major changes in the program since its 
inception is the state-of-the-art mathematics laboratory, with 
computers, tutors, and video tapes. 
Staffing 
The Director feels that a person with a Ph.D. would be 
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preferred; however, an individual with proven teaching success 
would be welcome as well. The developmental studies program 
does not have a counselor; however, there is a close 
relationship with the Counseling Advancement Placement Service 
(CAP). There are full-time counselors doing part-time work 
for the developmental studies program. There is also CPE 
Testing and Advising available as well. 
As far as the relationship between counselors and the 
reading instructors goes, it is better and closer because 
of the study skills activities. The relationship between the 
counselors and the coordinators is very good also. 
In the past part-time instructors were used "in the 
masses", according to the Director. However, cuts have been 
recently carried out. 
Three types of evaluations are carried out: by 
supervisor, peers, and students. This occurs every quarter, 
and as far as student evaluations are concerned, they fill out 
an evaluation sheet, which is sent to the computer center. 
There is a printout saying each category expertise which is 
graded on a scale 1-5, with 5 being the highest score 
possible. 
Evaluations are also conducted on part-time teachers. 
The institution's program is evaluated on the success of the 
students. The information on the evaluation of the staff also 
helps in the evaluation for course improvements. The 
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information used is also used for merit pay and promotional 
consideration. 
Instructional Practices 
Students are given a very detailed syllabus at the 
beginning of the quarter. The primary approaches used in the 
reading program are lectures, individualized lessons, and 
computer-assisted instruction. For mathematics, reading, and 
English computer laboratories are supplied as support 
services. The services are frequently evaluated and it is 
done by the number of students served and their progress. 
The teachers in the developmental studies program are 
regularly evaluated; however, the program itself is not. The 
latter is one of the things the Director admits as lacking, 
including an analysis of student success. 
The Director feels that the evaluation is used to help 
the improvement of instruction. Teachers use diagnostic 
tests, but he does not know which one is used. The test 
results are used to identify strengths and weaknesses 
for better instruction. Between 60 and 70 percent of the 
students exit at the end of each quarter. 
The developmental reading courses are mandatory for 
students who score below 75 on the CPE. In relation to the 
number of graduates each year, the Director suggested that a 
very small number does; at best, less than 20 percent. 
Overall Analysis of Case E 
This is the largest institution in student enrollment 
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among those studied. It has a comprehensive recruiting 
program of students, no matter what their background is. The 
developmental studies program philosophy is consistent with 
institutional philosophy of guiding and directing students to 
successfully complete their goals. 
The developmental studies program faculty is fully 
supportive of the developmental studies program goals. The 
developmental studies program counts on excellent support 
services, and the computerized materials are very helpful 
academically. The institution views the following as areas of 
concern: the counseling component, the testing services, and 
the fact that more work is needed to help students in the 
developmental studies program to lower test anxiety and to 
increase better study skills. 
A more vigorous program seems to be needed to work with 
non-developmental studies faculty members who are reluctant 
about the developmental studies program. The administration 
seems to show its real commitment by the support it gives to 
the developmental studies program to expand and to keep 
offering good courses. Reading classes are large, and perhaps 
this is an area which should be looked into. 
The leadership style of the developmental studies program 
is democratic by self-perception as well as by the faculty's 
view. The program is enhanced by the computerization of 
course materials, including tutorials. The program seems to 
need a full-time counselor, although it has a close 
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relationship with the Counseling Advancement Placement 
Service. The developmental studies program reports that there 
are too many part-time teachers. 
Institution F: Case Analysis 
Policies and Procedures 
Over 1800 students make up the enrollment at this 
institution. There is a recruiting office which is 
responsible to tap prospective students who are recruited 
through the high school Senior Day, for example. 
The developmental studies program is a separate 
department which meets the needs of high-risk and 
non-traditional students. The program's philosophy is to give 
remediation to all students considered to reach their 
potential. 
Approximately 400 students are served by the program, out 
of which approximately 200 take developmental studies program 
reading courses. Students are informed about policies through 
the institutional Handbook, the counselors, the teachers, and 
the developmental studies program director. The major change 
since the program inception is the number of retesting of 
students, currently 3 or 4 times per quarter. 
Philosophy 
The institutional philosophy states that all students 
should be admitted, and all provisions should be made to help 
them get out so that they can succeed. 
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The developmental studies program's philosophy includes 
preparing students to become viable and successful citizens of 
the community. This philosophy is disseminated to the 
students through orientation, course syllabi, especially- 
announced meetings, and the counselors. The developmental 
studies program faculty endorses this philosophy fully; 
however, it is not endorsed by most non-developmental studies 
faculty. The strong point of the developmental studies 
program is its strong faculty and staff. The two major 
weaknesses are the large classes and the high amount of 
part-time teachers. 
The institutional philosophy fits well in with what is 
being done in the developmental studies program. The 
institution is very committed to the developmental studies 
program. The faculty is divided: some are very committed and 
work very closely with the developmental studies program; 
others just tolerate the program. Students' attitudes towards 
the program vary. At the beginning they are usually very 
negative, but they change, and as a result, they seem to 
benefit from the program. Others keep their initial negative 
attitude, which in the long run hurts them. The stigma which 
is present at the beginning quickly disappears as students 
begin to feel their progress and as they discover the need for 
their progress through the program. 
Organizational Structuring 
The developmental studies program is a separate 
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department within the institution. Each component of the 
program has its own coordinator. The administration supports 
the program wholeheartedly. A comparative study was carried 
out, and it was found that the developmental studies program 
students did as well or better as the regular students. The 
Director stated that the program's success can be attributed 
"to the dynamic, dedicated reading faculty and the superior 
syllabi used in the courses." 
The reading classes average 25-26 students with a ratio 
of 1:25/26; however, sometimes there are 29 students in one 
class. 
The participatory and democratic leadership style is used 
by the Director, and the faculty seems to concur with it. It 
has been felt that the developmental studies program's needs 
can better be met by providing at least four more full-time 
faculty. 
Students experience some difficulties after exiting from 
the developmental studies program, the main one being 
adjusting to the rules and regulations of the regular college. 
Several changes have occurred within the program since 
its inception. First of all, there was a change of name from 
"Special" to "Developmental studies." Then, the major state 
test CPE was changed. In addition, instead of students having 
one attempt at passing the test, 3 or 4 attempts were added. 
Staffing 
In order to teach in this institution's developmental 
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studies program, a master's degree or better is required. 
Previously the developmental studies program had a counselor, 
but now there is a testing coordinator. The CPE's Coordinator 
tests students as a major responsibility, as a full-time 
position. 
The relationship between counselor and reading 
instructors is very good, as well as with the reading 
coordinator. 
The Director feels that "too many" part-time 
instructors are being used in the program. These part-time 
instructions are evaluated by the Coordinator. 
The program is going to be evaluated by the new 
institutional president, but this was not the case with the 
former president. Teachers are evaluated through a common 
evaluation scale. The teacher's evaluation is gathered by the 
evaluation scale carried out by the students. The information 
thus gathered is used for course improvement, for merit pay, 
and for promotions. 
Instructional Practices 
At the beginning of each quarter students are given a 
syllabus. The primary approaches to teaching reading are 
lectures and individualized reading. The support services 
used are the Counseling Center Learning Assistance Program and 
the Computer Center. 
The support services are not regularly evaluated, and the 
Director does not know how it is done, if/when it is done at 
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all. With the new president, the developmental studies 
program will be evaluated, but it has not been evaluated up to 
now. 
The Director feels that the evaluation does not help in 
improving the program; in fact, its only function is "to make 
accusations." 
The Stanford, Diagnostic, and Criterion-Reference Tests 
are used for diagnostic and placement purposes. The test 
results are used to improve on weaknesses. About 45 percent 
of students exit each quarter. 
Reading classes are mandatory when required as per 
diagnostic/placement test results. About 30 or 40 percent of 
the graduates each year are former developmental studies 
students. 
Overall Analysis of Case F 
This institution has the smallest enrollment of those 
used in the study. The recruitment of prospective students is 
done through a special office within the institution. The 
developmental studies program has an enrollment of about 20 
percent of the total institutional enrollment, with half 
enrolled in reading courses. 
The developmental studies program and the institutional 
philosophy are consistent with each other's, and students are 
offered all the help possible to gain the needed skills and to 
succeed in their academic goals. The developmental studies 
program is fully endorsed by the developmental studies program 
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faculty; however, the non-developmental faculty seems not to 
be too cooperative. 
Among problems in the developmental studies program are 
large classes and too many part-time teachers. The students, 
like those in other institutions, are negative at first, but 
as they grow within the program, their attitude changes with 
time. In a comparative study between developmental studies 
program students and non-developmental studies students, it 
was found that the developmental studies students do as well 
or better in college than the regular students. 
The reading classes seem to be very large, and the 
developmental studies program views this as one of the areas 
of concern. Another area of concern is the need for at least 
four more faculty members for the developmental studies 
program. The leadership style of the Director is perceived as 
participatory and democratic by self-perception as well as by 
the faculty of the developmental studies program. Too many 
part-time teachers are viewed as an area of concern. There 
seems to be a need for the evaluation of support services, and 
program evaluation by "others" outside the developmental 
studies program. 
Overall Analysis 
To determine the effectiveness or ineffectiveness of the 
institutions in this study, the following independent 
variables and questions were analyzed; 
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. Policies and Procedures: 
(Question 5) How many students are enrolled in your 
developmental studies program? 
. Instructional Practices: 
(Question 8) How many students exit the program each 
quarter? 
. Enrollment: 
(Question 10) How many developmental studies 
students graduate each year? 
A matrix was developed based on the data collected from 
these questions. The researcher could further determine the 
percentage of exit and retention rate per quarter, along with 
the number of developmental studies graduates each year from 
each institution studied. 
Policies and Procedures 
The enrollment ranged from 1,800 to 10,030, for an 
average of 4,438. The developmental studies enrollments 
ranged from 400 to 800, and the reading enrollment from 125 
to 300. 
Each institution indicated a variety of similar 
recruitment strategies. Program philosophies were also 
similar and included expressions such as, "every student 
deserves a chance", and "students should be given every 
opportunity to succeed." 
Institutions varied in how students are kept abreast of 
the program and needed information. The institutions also 
varied in their interpretation of developmental studies policy 
changes and when they occurred. 
TABLE 2 
COMPARATIVE MATRIX ON PHILOSOPHY. STRUCTURING. AND STAFFING 
College Philosophy Organizational Structuring Instructional Practices 
and Stalling Patterns and Evaluation Procedures 
INSTITUTION A 'Do all we can to help 
students become 
successful and graduate." 
Separate department with a budget 
Each component tias a coordinator 
Large number of partlime faculty 
reading classes have a ratio ol 1:22/25 
Faculty criteria - M.A. for instructors 
One parttime counselor (1 hr /day) 
Individual/group instruction 
Annual evaluation by director 
INSTITUTION B "We are going to work very 
hard...to insure the students' 
success." 
Separate department lor each component. 
Reading classes have a ratio of 1:15/20 
M.A. required ol instructors 
.One full time counselor 
Individual/group/lab instruction 
Regular evaluations by director 
INSTITUTION C "Students should have an 
equal shot ol being success¬ 
ful in academic goals." 
Separate department with coordinator for 
each component. Reading class ratio is 
1:22/25. M.A. required lor instructors 
Large partlime faculty; 1 counselor 
Individual classes 
Learning support service 
Evaluations by former students 
INSTITUTION D The success of DSP is due 
to "wondedul, committed 
faculty and good resources " 
Separate department and budget 
Class ratio is 1:20/25. Large number of 
parttime teachers. Faculty must have M.A 
2 fulltime counselors. 
Lectures, individualized 
sessions, computer assisted 
instruction. Regular 
evaluations by director, 
staff and academic dean. 
INSTITUTION E Aims to care enough lor 
students to guide them to 
successfully meet their goals. 
Separate department with coordinators 
for each component. Reading class 
ration 1.20/25. No counselor. 
Lectures, computer-assisted 
instruction. Evaluations by 
currently enrolled students. 
(continued on next page) 
TABLE 2--Continued 
College Philosophy Organizational Structuring Instructional Practices 
and Stalling Patterns and Evaluation Procedures 
INSTITUTION F Aims to admit all eligible 
students and get them out 
so that they may succeed. 
Separate department with coordinators. 
Reading class ratio is 1:25 to 29. 
Testing coordinator - no counselor. 
M.A. required. 
Lectures and individual 




The philosophies of all institutions studied were in 
consonance with each of the developmental studies program's 
philosophy. It was found that the philosophy was disseminated 
to students through the written and oral word, as well as by 
deed and example. The respective developmental studies 
faculty seems to be in agreement with each developmental 
studies program's philosophy. 
Strong points in individual programs seemed to be 
committed, well-credentialed faculty, backed by good 
teaching/learning materials and strong administrative support. 
Organizational Structuring 
In all cases, the developmental studies program 
is a separate department, and each component of the program 
has its own coordinator. In all cases, the directors of the 
developmental studies programs felt that they had full support 
from the administration. In most cases it was found that the 
non-developmental faculty does not view students as 
academically capable as the "regular" students. Institution 
C viewed its successes in the reading program as "small", but 
all others had a positive feeling about the program. 
Excellent teachers were credited with these successes in the 
reading programs. 
The size of the reading classes were viewed as too large. 
This is an area of concern as more individualized instruction 
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has proven to be a key ingredient for success, according to 
research. 
The director's leadership style was eclectic in some 
cases (Institutions À, B, D) and democratic/participatory in 
the others (C, E, F). 
As needs are being met by the developmental studies 
program, Institutions A and C felt that more computerized 
materials are needed. While Institution E was pleased with 
the materials they have and what they are doing with their 
resources, Institutions D and F felt they needed more 
teachers, and institution B felt it needed better tutorial 
support. 
Among changes occurring since the inception of the 
developmental studies program, the following were mentioned: 
better physical plant and (A, D, E); strengthening of policies 
(B) ; changes in number of courses offered (C) ; and program 
name change (E). 
Staffing 
The criteria used for hiring teachers was very similar in 
all institutions: a minimum of a master's degree, teaching 
experience in reading, and a genuine commitment to teaching. 
Institutions (E and F) do not have a counselor assigned 
to the developmental studies program, but each has access to 
counseling services from other departments. Institutions A, 
B, and C have one counselor each, while Institution D has two 
full-time counselors. In all cases, while there was a felt 
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need for more counselors, the directors felt that there was a 
good relationship between counselors and all those concerned. 
The duties of the counselors were uniform in all institutions. 
In all institutions there was an excess of part-time 
instructors, and as a result, it was felt that more full-time 
positions in reading are needed. 
In terms of instructional evaluation of teachers, a 
combination of methods was used by the different institutions. 
The director evaluated them (A and D) , by students (B, C, E) , 
by peers (A, and B) , and by the component coordinator (F) . In 
terms of instruments used, classroom observation and 
institutional evaluation instruments are the rule. 
The results of the evaluation are used for merit pay (A, 
D, E, F) , course improvement (B, C, D, E, F) , and for 
promotion (D, E, F) . 
Instructional Practices 
In all institutions students are given a course syllabus 
at the beginning of the quarter. The primary approaches for 
teaching reading in all institutions were lectures and 
individualized programs. In Institutions A and D group work 
was also a major approach, and in Institution E computer- 
assisted instruction was used. 
Learning assistance programs and computers were used at 
Institutions B, C, D, E, and F. Institution A reported not 
providing support services but having access to them. 
Institutions B, C, D, and E have regular evaluation processes 
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of support services, while Institution F does not have regular 
evaluations. Institution E evaluates the developmental 
studies teachers, but not the program. 
How the evaluation of support services is done was 
reported as "I do not know" by the developmental studies 
program directors in Institutions A and F. Institution B 
reported,"I take notes on how students are helped." 
Institutions C, D, and E reported that evaluation is done 
based on student progress. 
Except for Institution F, all developmental studies 
programs have at least an annual evaluation report. 
Institution F reports that it will be done with the arrival of 
a new institutional president. 
All institutions reported that the program evaluation is 
a definite asset to the institution. In all programs tests 
are used for diagnosis and placement since this is the rule of 
the Board of Regents; it is uniform throughout the Georgia 
System of Higher Education. Tests are used, in addition, to 
locate students' weaknesses and strengths, for individual 
assessment, and to provide feedback on what each student 
should be doing. 
As to how many students exit each quarter from the 
developmental studies program, there is considerable variation 
regarding the number of students completing programs. A 
completion rate of 35-40 percent, C, 20 percent, D, at least 
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50 percent, 60-70 percent in E, and about 45 percent in F was 
reported. 
In all cases the reading course is required whenever it 
is established that the student needs the course—it is the 
law. 
Institution C does not keep data as to how many students 
from the developmental studies program graduate each year. 
The others reported as follows: A, 60-65 percent, 
approximately 30 percent, D, 50-55 percent, E, 20 percent, and 
F, 30-40 percent. 
The strong points in individual programs seemed to be 
committed, well-credentialed faculty, backed by good 
teaching/learning materials and strong administration. 
The weak points in all of the developmental studies 
programs as reported by the directors were: large classes, 
too many part-time teachers, and a need for more space and 
counselors. 
Institutions D, E and F reported the need for a better 
working relationship with non-developmental studies faculty. 
In all institutions there seems to be a stigma attached to 
being a developmental studies student, but a change occurs 
once the student accepts his needs. Money was a weakness for 
Institutions A, D and F, but particularly institutions D. 
Institution C reported retention as a major weakness in the 
developmental studies program. "We do not have a handle on 
the retention aspect of our unit, and we need better 
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communication with the high schools in this area.” 
In order to assess the effectiveness of each institution, 
a matrix was developed which used the criteria of effective¬ 
ness established by the research. The matrix (table 4) allows 
for a visual comparison of each of the six institutions using 
developmental studies enrollment, retention, and graduation 
data. 
TABLE 3 
PROGRAM EFFECTIVENESS AS MEASURED BY RETENTION UNTIL GRADUATION 
DS Student 
Institution Enrollment 
Students Exit Percent Exit Percent 
Per Quarter Rate/Retention Graduation Graduation 
A 325 130 40% 211 65% 
B 400 240 60% 60 20% 
C 800 160 20% 160 20% 
D 500 275 55% 275 55% 
E 900 99 11% 99 11% 
F 400 192 48% 176 44% 






Further analysis regarding effectiveness yielded the 
following findings related to exit figures. 
Of the 325 students enrolled in the developmental studies 
program, 130 exit each quarter (see Fig. 2). The number of 
students retained until graduation is 211; with a graduation 
rate of 65 percent at Institution A (see Fig. 3). 
Institution D, a predominantly Black college with a total 
student population of 2,100 has a developmental studies 
enrollment of approximately students with 275 exiting each 
quarter representing a 55 percent retention rate (see Fig. 2), 
and graduating 211 former developmental studies students. 
Institution F, the smaller of the institutions in this 
study, with approximately 1,800 students enrolled has a 
developmental studies enrollment of 400. The number of 
students exiting each quarter is 192, representing 48 percent 
retention (see Fig. 2) . The number of students graduating is 
178, representing a 44 percent graduation rate see Fig. 3). 
The researcher feels that Institutions A, D and F are 
effective due, in part, to the initial freshman orientation 
meeting, planned and hosted by the developmental studies 
department for developmental studies students and their 
parents. The orientation is held on Sunday so that parents 
can attend with the students. 
The developmental studies directors, faculty, staff, 
former developmental studies students, and the president are 
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in attendance to formally welcome the students to the campus 
and to the developmental studies program. 
The parents and students are informed of the support 
services available, the junior/senior mentoring program (made 
up of former developmental studies students), and the name of 
the junior/senior that has been assigned to them. 
Students are informed of the number of former 
developmental studies students that graduate each year, the 
number of developmental studies students that make the dean's 
list, and honor roll each quarter. 
At least one former developmental studies student is 
present from each club, sorority and fraternity to speak to 
the students about how important it is to take advantage of 
all campus-wide resources available to them. 
After a question and answer period from parents and 
students, the directors ask the parents for their support in 
helping the students succeed. By asking for and getting a 
commitment from the parents in the presence of the students, 
the developmental studies program is off to a good start. 
This orientation process has proven to be successful at 
institutions A, D and F because it: 
1) establishes a communications network with students 
and parents; 
2) informs parents and students of program 
expectations ; 
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3) provides a caring, threat free environment in which 
to work and live; 
4) provides a close academic monitoring system 
including counselors, teachers and director; 
5) conducts an exit interview for students preparing 
to enter the regular college program; and 
6) tracks the students through the regular college 
program until they graduate. 
Institutions B, C and E are effective in exiting students 
from the developmental studies program, but ineffective in 
retaining the students until graduation. There is no bridge 
to help close the gap between developmental studies and the 
regular college program, which many students need to help them 
make the transition successfully. 
Most of the students are prepared to use the skills they 
have learned in the developmental studies program, but the 
caring, strong motivating environment is usually not as 
obvious in the regular college program. There is no follow-up 
mechanism in place to track the students once they have exited 
developmental studies. Thus, the "open door" (access) becomes 
a "revolving door." The students exit the institution, but 
not by graduating. They simply drop out. 
Responses to unprepared students are pervasive among all 
six of these institutions. However, the mere existence of the 
developmental studies program is not enough; the effort must 
be effective, making a positive difference in the academic 
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performance of the students. Unfortunately, as this study has 
concluded, much more needs to be done to improve the 
humanistic aspects of the institutions. 
CHAPTER VI 
FINDINGS, CONCLUSIONS, IMPLICATIONS 
AND RECOMMENDATIONS 
Introduction 
The present chapter includes a summary of findings and 
appropriate conclusions. This will be followed by 
implications of the study, and by recommendations, as 
perceived by the researcher. 
Findings 
The study's premise was that programmatic effectiveness 
and outcomes are linked to specific institutional and human 
factors. Findings show that specific programmatic, 
attitudinal, and outcome factors had a bearing on the 
effectiveness of the institutional programs studied. Specific 
findings were as follows: 
1. Recruitment strategies do not differentiate between 
more effective and less effective developmental 
studies programs. 
2. Program philosophies do not differentiate between 
more effective and less effective developmental 
studies programs. 
3. Class size does not differentiate between more 
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effective and less effective developmental studies 
programs. 
4. Faculty composition and training do not 
differentiate between more effective and less 
effective developmental studies programs. 
5. Leadership styles of directors do not 
differentiate between more effective and less 
effective developmental studies programs. 
6. Organizational structure does not differentiate 
between more effective and less effective 
developmental studies programs. 
7. Evaluation and feedback practices do not 
differentiate between more effective and less 
effective developmental studies programs. 
8. Staffing patterns do not differentiate between 
more effective and less effective developmental 
studies programs. 
9. Program content does not differentiate between 
more effective and less effective developmental 
studies programs. 
10. Instructional practices do not differentiate 
between more effective and less effective 
developmental studies programs. 
11. Long-range plans do not differentiate between 




The following conclusions hold true, based on the study: 
Policies and Procedures 
In each institution there is a developmental studies 
program which helps high-risk and non-traditional students to 
meet their academic needs in preparing for future college 
study. All institutions have written statements of the 
program goals and policies, which are given to the students 
early in the quarter, and reinforced by the developmental 
studies program throughout the quarter. 
Philosophy 
In all cases, there is a strong relationship between 
institutional and program philosophy, all concurring that the 
institution is there to help students in need to prepare for 
success in college as well as in life. Weak points have been 
pointed out as part of the philosophy, and the admission of 
these is a key to the solution of problems related to the 
developmental studies program. 
Organizational Structure 
The fact that each institution has a separate department 
for the developmental studies program shows that there is a 
perceived need for the program's existence. Leadership styles 
seem to be effective for the implementation of the 
developmental studies program in which all involved can and do 
participate. Class size is perceived as a problem which must 
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be solved, and the need for computerized, state-of-the-art 
going along with computerization has been mentioned. 
Staffing 
In all institutions there was mention of well-trained, 
devoted, and committed instructors on a full-time basis. 
Yet, it has been stated that the part-time instructors must be 
replaced by full-time ones. 
Evaluation procedures are used for teachers as well as 
for programs. Merit pay, promotions, and improvement of the 
program are the results of faculty evaluation. 
Instructional Practices 
Syllabi are given to students in all institutions so that 
students know what is expected of them. Learning assistance 
programs, computers, and tutors are available to help students 
make progress in the developmental courses so that they can 
exit as soon as possible. 
Implications 
The conclusions drawn from the findings suggest that 
factors other than recruitment strategies, program 
philosophies, class size, faculty composition and training, 
director's leadership styles, organizational structure, 
staffing patterns and instructional practices are key elements 
to which program effectiveness may be attributed. 
These factors are likely more implicit than any of the 
aforementioned, and they probably relate more to non-academic 
considerations such as program atmosphere, student-teacher 
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relationships, students' perceptions of programs, faculty 
motivational strategies, and communication between faculty in 
developmental studies programs and faculty in ’'regular" 
programs. 
Recommendations 
Based on the above, the following recommendations are 
offered by the investigator: 
(1) Institutions wishing to increase program 
effectiveness should consider implementing 
a continuous evaluation process, including 
students' progress, teacher effectiveness, and 
the impact of learning materials and technology. 
(2) Each program should identify those elements 
which contribute to its effectiveness and 
enhance these elements and document results. 
(3) Each program should analyze, select, and adopt 
those features of other programs that account 
for increased program effectiveness. 
(4) Each developmental studies program should have a 
tracking system to follow developmental studies 





BOARD OF REGENTS OF THE UNIVERSITY SYSTEM OF GEORGIA 
244 Washington Street, S.W. 
Atlanta, Georgia 30334-1450 
Office of Academic Affaire, Room 367 
404-656-0763 (Gist 221) 
MEMORANDUM 
TO: Developmental Studies Chairpersons 
FROM: Joseph H. Silver, Sr. 
DATE: September 10, 1991 
Very soon you will be receiving a questionnaire from 
Ms. Natilon Hunter, who is completing her dissertation 
at Clark Atlanta University. She is specifically in¬ 
terested in sitting down with you to discuss various 
aspects of your program. With this correspondance, I 
am asking you to cooperate fully with her in completing 
the questionnaire. If you have any questions or concerns, 
feel free to contact me. 
cc: Ms. Natilon Hunter 
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Appendix B 
A TLA N TA METROPOLITAN COLLEGE 
1630 STEWART AVENUE. S.W. 
ATUNTA. GEORGIA 30310 
TO: Developmental Studies Chairpersons 
FROM: Natilon Hunter 
DATE: September 20,1991 
You recently received a letter from the Board of Regents, 
Dr. Joseph Silver, requesting your assistance in helping 
me understand some aspects of your developmental studies 
program. Enclosed is a list of questions of interest. I 
will phone you to establish an appointment date and time. 
If you have questions or concerns, please contact me at 
(404) 756 - 4017. 
Sincerely, 
Natilon Hunter 
A Two-Year Unit of the University System of Georgia 
AN EQUAL OPPORTUNITY/AFFIRMATIVE ACTION INSTITUTION 
Appendix C 
INTERVIEW SCALE FOR 
DEVELOPMENTAL STUDIES DIRECTIONS 
The items on the interview scale are related to the (a) independent variables, (b) 
intervening variables, and (c) dependent variables of the theoretical framework. 
A. INTRODUCTION ITEMS 
1. How long have you been in this position? 
2. How were you selected for this position? 
3. How long have you been affiliated with 
the institution? 
4. What is your academic background? 
B. POLICIES AND PROCEDURES 
1. Approximately how many students are enrolled 
at the institution? 
2. What are your major recruiting strategies? 
3. Has your institution developed a program for 
high-risk or non-traditional students? 
4. Discuss the philosophy upon which your program 
is based. 
5. Approximately how many students are enrolled in 
your developmental studies program? 
6. How many of these students are enrolled in reading? 
7. How are students informed about the policies? 
8. Have there been any significant changes in policies 
and procedures regarding developmental studies? 
(if yes, since when and why?) 
C. PHILOSOPHY 
1. What is your institutional philosophy? 
2. What is your developmental studies philosophy? 
3. Is the philosophy communicated to students? How? 
4. Is the philosophy endorsed fully by the faculty 
and administration? (if not, why?)** 
5. Describe the strong points of your developmental 
studies program. . .. Weak aspects. 
6. How has the philosophy affected developmental studies?** 




8. What is the commitment (support) of non-developmental 
studies faculty and staff to the program?** 
9. What is the general attitude of students toward the 
program?** 
10. Is there a stigma attached to being in the program?** 
(How is this avoided or discouraged?) 
D. ORGANIZATIONAL STRUCTURING 
1. Do you have a separate department or division for 
developmental studies? 
2. Is there a designated coordinator for each component? 
3. Does the administration support the developmental 
studies program?** 
4. How are developmental studies students compared by 
faculty (institutional and program) with other 
students?** 
5. In terms of success, how would you categorize your 
reading program and to what do you attribute this 
success? 
6. What is the average class size for reading? 
7. What is the approximate teacher/pupil ratio? 
8. How would you describe your leadership style? 
(directive?, participatory?, autocratic?, democratic? 
9. How would the teachers describe your leadership 
style?** 
10. How could students’ academic needs to be more 
effectively met through developmental studies.** 
11. What types of problems do students tend to 
encounter after exiting the program? 
12. How has the program changed since its inception? 
E. STAFFING 
1. What criteria do you use to hire reading teachers? 
2. Does your developmental studies program include 
counselors? How are they used? What are their 
responsibilities? Full time, part time, or both? 
3. What is the relationship between the counselor and 
reading instructor? Coordinator? 
4. Do you use part-time instructors? Are they evaluated? 
5. How is your program evaluated? How are the teachers 
evaluated? How is this information gathered and how 
is it used? 
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F. INSTRUCTIONAL PRACTICES 
1. Are your students provided with a mastery list 
(syllabus) at the beginning of the quarter? 
2. What are the primary approaches used in the 
program? 
3. What support services do you provide for students? 
How are they evaluated? 
4. Is the developmental studies program regularly 
evaluated? How and by whom? 
5. Are the evaluation results used to help improve 
the program? How exactly are they used? 
6. What types of tests do you use for diagnostic 
or placement purposes? 
7. How are the test results used to improve instruction? 
8. What is your exiting rate at the end of each quarter? 
9. Are developmental reading courses optional or mandatory? 
10. As to the number of graduates each year, approximately 
how many are developmental studies students. 
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